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1.0 School effectiveness research (SER) 
 
School effectiveness research (SER) has been an area of growing interest over the 
last 40 years: its development originated as a response to the work published by 
Coleman et al. (1966) and Jencks et al. (1972). These studies highlighted the fact 
that the particular school attended by a student was not influential in his or her 
academic outcomes and proposed that certain contextual factors, such as, family 
background, economic and cultural background, race and IQ had a greater impact 
on student outcomes. As a reaction to these studies, which were extensively 
criticised, many researchers started to conduct school research with the intention 
RI YDOLGDWLQJ WKH UROH RI WKH VFKRRO DV DQ LPSRUWDQW GHWHUPLQDQW RI VWXGHQWV¶
educational outcomes. It was as a result of this that the first school effectiveness 
studies started to emerge during the early 1970s.  
 
(DUO\ 6(5 VWXGLHV YDOLGDWHG WKH LPSRUWDQFH RI VFKRRO IRU VWXGHQWV¶ DFDGHPLF
achievement and social outcomes, but they also acknowledged the significance of 
contextual factors when assessing the effectiveness of a school. As a result of the 
first studies analysing school effectiveness, some main factors were found to be 
strongly associated with effective schooling: strong educative leadership, high 
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e[SHFWDWLRQVRIVWXGHQWV¶DFDGHPLFUHVXOWVHPSKDVLVRQWKHEDVLFVNLOOVDVDIHDQG
disciplined climate and frequent evaluations of student progress (Edmonds, 1979).  
 
From the 1970s until today, school effectiveness research has been an important 
area of interest, first, for developed, and more recently, for developing countries. 
During the last two decades, the importance of educational accountability has 
increased substantially, and this has engendered a growing concern about 
educational standards and equity. School effectiveness (SE) has joined forces with 
the school improvement (SI) field, in order to not only produce knowledge about 
effective schooling, but also to implement actions to increase the educational 
quality delivered by schools. Gradually, school effectiveness studies have 
increased their complexity by considering the many levels of interaction taking 
place at eduFDWLRQDO RUJDQLVDWLRQV VXFK DV µschool level¶ µclassroom level¶ 
µstudent level¶ and µcontextual level¶ (Creemers, 1994; Creemers & Kyriakides, 
7KHWHDFKHU¶VUROHFODVVURRPLQWHUDFWLRQVDQGHGXFDWLRQDOOHDGHUVKLSKDYH
also been emphasised in school effectiveness research and linked to school 
improvement (Creemers, 1994; Harris et al., 2003; Day et al., 2007; Kington et 
al., 2011). The diversity of actors and areas that are addressed by school 
effectiveness research has resulted in researchers in the area renaming the field 
µHGXFDWLRQDO HIIHFWLYHQHVV UHVHDUFK¶ ((5 ZKLFK FRXOG EH FRQVLGHUHG D PRUH
inclusive name. However, for the purposes of the present research, I have decided 
WRPDLQO\XVHWKHWUDGLWLRQDOWHUPµVFKRROHIIHFWLYHQHVVUHVHDUFK¶6(5EHFDXVHLW
is more representative of what I am actually looking at in this study: namely a 
group of effective schools.  
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1.1 Rationale for my research 
 
After some years of experience working as a teacher and educational and 
vocational counsellor in different types of schools, I became aware of the 
significant differences between schools in terms of educational quality. My 
experiences in the municipal, private-subsidised and private educational sectors 
(see Chapter 2, section 2.2) helped me to realise the considerable differences 
EHWZHHQ WKHVH VFKRROV LQ WHUPV RI VWXGHQWV¶ HGXFDWLRQDO RXWFRPHV DQG OHYHO RI
expectations. I witnessed the inequalities of the educational system that, at the 
same time, mirror the inequalities of society in general. In Chile, not all students 
have access to the same quality of education because they cannot afford it (see 
Chapter 2, section 2.5). This fact has important implications in terms of equity and 
social justice. Frequently, educational quality is significantly affected by 
contextual factors, such as background characteristics of the student intake 
(Lupton, 2003; Brunner, 2005; Harris et al., 2006). All these factors represent 
obstacles for the effectiveness of schools.  
 
Due to all the factors previously mentioned, I became particularly interested in the 
field of school effectiveness with a special emphasis on disadvantaged contexts. I 
wanted to study the characteristics that make a school more effective, in order to 
produce some beneficial knowledge that could have an impact on Chilean 
educational policy and practice. In my personal view, a valuable contribution for 
the development of the educational system of a country, and, consequently, for the 
development of a country, is to work to increase the understanding of the 
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necessary conditions that will allow the quality and equity of education to be 
raised, with special attention paid to the most disadvantaged students.  
 
1.2 Main aim of the research 
 
The main aim of this research is to gain greater understanding of the particular 
characteristics of effective schools in areas of social disadvantage and the 
influence of these particular features on the VWXGHQWV¶ HGXFDWLRQDO RXWFRPHV ,Q
order to do this, a group of Chilean secondary schools which are located in 
socially deprived areas and which serve students at social risk are analysed. A 
mixed methodology approach is used to explore the features that seem to make 
these institutions particularly effective despite their context.  
 
1.3 Research questions guiding this study 
 
1. What are the general factors that help to explain the greater success of this 
purposive sample of schools serving areas of social deprivation? 
 
2. What are the distinctive features of each school that seem to make them 
PRUHHIIHFWLYHLQWHUPVRIVWXGHQWV¶HGXFDWLRQDORXWFRPHV" 
 
3. How do school history and context influence effectiveness? 
 
4. What are the elements that differentiate these particular institutions from 
others serving similar student populations?  
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5. What are the lessons that can be learnt from these schools and the 
recommendations for practitioners and policy makers?  
 
1.4 Outline of the thesis 
 
,Q&KDSWHU,LQWURGXFHWKHFRQFHSWRIµVFKRROHIIHFWLYHQHVVUHVHDUFK¶6(5DQG
I present the rationale for this study, establishing its significance in the context of 
Chilean education. I also describe the main objective and research questions 
guiding this study. Finally, I briefly describe the contents of each chapter.  
 
In Chapter 2, I present the background to this research by analysing the Chilean 
educational context. Firstly, I provide a brief overview of Chile as a country. After 
that, I explore its current educational structure and organisation, assessment 
system and higher education system. In addition to this, in the last part of the 
chapter, I explore the main educational reforms in the last decades and some 
current educational issues, such as the student demonstrations that have taken 
place during recent years. I link these issues with concerns about educational 
equity.  
 
In Chapter 3, I explore the school effectiveness literature in order to provide a 
substantial overview of the relevant research in the area. Specifically, I present a 
general exploration of SER which includes definitions of SER; the main areas 
addressed by SER; the stages of SER; the methodology of SER; models of school 
effectiveness; key features of effective schools and the links between the areas of 
school effectiveness (SE) and school improvement (SI). In the last part of the 
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chapter, I reflect on the status of SER around the world, including Chile and Latin 
America. Finally, I address the main criticisms of SER.  
 
In Chapter 4, I provide an overview of the methodology adopted. I start by trying 
to establish a connection between my educational interests, philosophical 
assumptions and methodological choices. I justify my choice of methodology in 
relation to my philosophical assumptions and my research aims. In addition, I 
provide a rationale for the use of mixed methods and I explain the use of a case 
study design to investigate schools. I also discuss my research samples; the 
methods used for data collection and the analysis processes. Additionally, I 
provide information about the pilot study and ethical issues. In the last section of 
the chapter, I reflect on the best ways to evaluate the quality of my research 
findings.  
 
In Chapter 5, I present a summarised portrait of each school included in this study. 
In the first part of the chapter, I explore the four atypical schools and in the 
second part, the two typical schools1. In the school portraits, I present a thematic 
analysis of the main categories/themes associated with effectiveness. These 
themes emerged from my qualitative and quantitative findings, thus I illustrate 
each category using evidence from both sources.  
In Chapter 6, I present a cross-case analysis of the six schools. Through the use of 
analytical tables in which I integrate my qualitative and quantitative findings, I 
compare the schools. Specifically I evaluate the findings from previous stages of 
analysis, across all the schools. I also assess the significance of the presence of 
                                                          
1
 See Chapter 4, section 4.5, for a description of atypical and typical schools. 
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these factors for each individual school. Overall judgements about the 
significance of each category for each school are made at the end of each table. In 
addition to this, interpretations and comparisons between typical and atypical 
schools are presented after each table. In the last section, I present a summarised 
analysis of the main categories.  
 
In Chapter 7, I discuss my first four research questions (see section 1.3). Firstly, in 
addressing the two first questions, I reflect on the themes or factors that emerged 
from my study. I link these reflections with elements from the literature. 
Secondly, in addressing the third question, I establish connections between the 
effectiveness of the institution and its history and contextual elements. I try to 
provide a critical account of how these elements influence the effectiveness of the 
institutions. Finally, in addressing the fourth question, I reflect on each element 
that differentiates atypical schools from typical ones, trying to establish patterns 
that characterise effective institutions and less effective institutions in challenging 
circumstances.  
 
Finally in Chapter 8, I summarise my main findings and state some 
recommendations for practitioners and policy makers. In doing so, I address my 
last research question (see section 1.3). Additionally, I also state the  main 
contributions of my research and I critically analyse the limitations of my study. 
Finally, I give some recommendations for future research in the area, especially in 
the Chilean context.  
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2.0 Introduction 
 
In the following chapter, I describe the context in which Chilean education is 
situated. Firstly, I briefly provide some information about Chile as a country (2.1) 
in order to contextually situate this study. Secondly, I undertake a general 
examination of the main characteristics of the Chilean school system (2.2). 
Specifically, its organisation and structure, the secondary school system and the 
special programmes targeted at students who require particular attention or special 
educational arrangements. Thirdly, I address the assessment systems, including 
the national examination, SIMCE, and the international assessment processes in 
which Chile takes part (2.3). In addition to this, I explore the higher education 
system (2.4). Finally, I provide a reflection on previous educational reforms in 
Chile and the implications of these for the equity of the system (2.5).  
 
2.1 Country profile 
 
For the reader to understand the specific context of this research, it is important to 
provide some information about Chile as a country, so I have included this within 
this chapter. Chile is a South American country with a population of around 17 
million. Its neighbouring countries are Argentina, Peru and Bolivia. In terms of its 
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main geographical characteristics, it is a long, narrow country 4,300 kilometres 
long (or 2,700 miles), and on average 175 kilometres wide (or 109 miles). It has 
the Andes Mountains as a natural border separating Chilean territory from 
Argentina and to the west Chile is bordered by the Pacific Ocean with Peru and 
%ROLYLD PDNLQJ XS WKH QRUWKHUQ ERUGHU &KLOH¶V ODQGVFDSH DQG ZHDWKHU LV YHUy 
diverse, for example, in the north there is the Atacama Desert, which is the driest 
in the world. Contrastingly, in the south of the country there are native forests 
where the nature is virgin and extreme and the weather is wet and cold during 
much of the year. Chile is divided into 15 regions (see figure 2.1.1) which are sub 
divided into provinces and each province is further subdivided into districts 
µFRPXQDV¶ 7KHVH GLVWULFWV RU µFRPXQDV¶ DUH DGPLQLVWHUHG E\ ORFDO DXWKRULWLHV
known as municipalities (city councils). The biggest regions are II (126,049.1 
km²), XI (108,494.4 km²) and XII (132, 297.2 km²), but the most populated are 
the Metropolitan Region (RM), with a population of 6,745,651, and the Bío Bío 
Region (VIII), with a population of 2,009,549. The main Chilean cities are 
Santiago (the capital of the country), Concepción and Valparaíso. Santiago and 
Concepción are the capitals of the Metropolitan and Bío Bío regions respectively, 
and it is from these two regions that my schools were sampled. The Bío Bío 
Region is located 320 miles to the south of Santiago.  
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Figure 2.1.1: Map of Chile (regional division) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
In relation to political administration, Chile is a unitary presidential republic and 
the government is democratic. All the governments since 1991 have been 
democratically elected with the majority being left wing. The exception is the 
current government which has a central-right orientation. The political history of 
Chile before 1991 is complex. For 17 years was a dictatorship led by a military 
government, with Augusto Pinochet as leader. This government took power with a 
FRXS G¶pWDW in 1973, from the socialist government of Salvador Allende. I have 
considered it important to mention these facts about the country, since the 
educational reforms that were promulgated during the military regime radically 
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changed the educational system in Chile, especially in terms of administration and 
funding. This topic will be discussed later in this chapter (see section 2.5).  
 
Nowadays, Chile is a country characterised by political and economic stability. It 
is one of the leading economies in Latin America and in 2010 it became the first 
South American country to join the OECD2. Unfortunately, Chile is also 
characterised by high economic inequality, which is also evident in the 
educational system. This issue is addressed in another section of this chapter (see 
section 2.5). In addition, Chile is also a member of the United Nations (UN) and 
the Union of South American Nations (UNASUR3) and it has commercial 
agreements with all the major economies of the world. In the Human 
Development Index 2011 Report, Chile holds the 44th position out of 187 
countries and it is the Latin American country with the highest ranking position. 
In this report, Chile was considered among the countries with very high human 
development. Given this information about Chile, it is possible to understand why 
the country is placing increasing importance on the quality of its educational 
system. As a member of organisations such as the OECD and UN, the Chilean 
educational system is being constantly evaluated and compared with other 
HFRQRPLHV7KHUHIRUHQRZDGD\VWKHUHLVJURZLQJFRQFHUQDERXW&KLOH¶VUHVXOWVLQ
national and also international educational assessment systems (see section 2.3).  
 
  
                                                          
2
 OECD stands for Organisation for Economic Cooperation and Development. 
3
 UNASUR stands for Unión de Naciones Sudamericanas (Union of South American Nations). 
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2.2 Main characteristics of the Chilean school system 
 
As a way of clarifying some concepts about the Chilean educational system that 
are discussed later in this thesis, I considered it important to include a section that 
gives an overview of the main characteristics of the system. I am aware that the 
organisation of the educational systems differs considerably between countries, 
thus it is important to provide the reader with some general information about this 
particular educational context. In relation to the years of schooling, Chile has 12 
years of mandatory education, which are divided into 8 of primary education4, 
followed by 4 years of secondary education5 (see table 2.2.1). Until 2003, 
secondary education was not compulsory, but a reform to the system, which came 
into effect in 2004, made 12 years of education mandatory for all pupils. Pre-
school education is not compulsory, but a significant number of children attend 
pre-school institutions for at least 1 year, before primary school.  
 
  
                                                          
4
 Educación Básica  
5
 Educación Media o Secundaria 
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Table 2.2.1: Years of schooling 
 
Grade/year Ideal age Educational level 
 
Pre-school (Pre-kinder/ kinder) 
 
(A significant number of children 
attend this level for at least 1 
year, frequently when they are 4-
5 years old). 
 
3-5  
 
Pre-school education 
(not mandatory)  
Year 1 
 
6  
Year 2 
 
7  
Year 3 
 
8 Primary education 
Year 4 
 
9 (mandatory)  
Year 5 
 
10  
Year 6 
 
11  
Year 7 
 
12  
Year 8 
 
13  
Year 1 
 
14  
Year 2 
 
15 Secondary education 
Year 3 
 
16 (mandatory) 
Year 4 
 
17  
 
In 2010, the total school enrolment was 3,324,441, including pre-school, primary 
and secondary educational levels. The total coverage of pre-school education was 
37%; primary education was 95% and secondary education 81% (considering 
students in the age group). In Chile almost all students start primary school, but a 
small percentage of them do not remain in, or do not complete, primary education. 
The situation is worse in secondary education, where according to the percentages 
given almost 20% of students do not complete the level. Many of them leave 
school during the last years of secondary education. The main reason for the drop-
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out rate is social vulnerability. However, school coverage is much higher now 
than it was 20 years ago. An important review of Chilean educational policies 
reported a decrease in the school drop-out rates and an increase in educational 
coverage. This review explained these favourable facts in the following way:  
³7KLVH[SDQGHGDFFHVVLVDVVRFLDWHGZLWKULVLQJH[SHFWDWLRQVUHJDUGLQJ
education among lower income families, in a socio-cultural context 
that considers education to be a decisive factor for social mobility, and 
a school system that has become much better at receiving children 
from the poorest two quintiles of the population, providing them with 
DVVLVWDQFHDQGNHHSLQJWKHPVWXG\LQJ´2(&'S 
 
Classification of schools according to type of administration and funding 
 
The schools selected for this study and presented later in this thesis have some 
particular characteristics related to their type of administration and funding. For 
this reason, it is important to mention that regarding these two aspects, Chilean 
schools are classified into four categories:  
 
1. Municipal schools: These schools are administered by the municipalities 
(city councils) of each Chilean district (comuna). This system of 
administration was created in 1981 under the educational reforms 
promulgated by the military government. They are financed with public 
funding.  
 
2. Private-subsidised schools: These schools are administered privately but 
are financed by a per-pupil public subsidy and parental contributions.  
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3. Corporation schools: These schools are vocational institutions managed 
by corporations and financed with public funding and parental 
contributions. 
 
4. Private-paid schools: These schools are administered privately and are 
financed solely from parental contributions.  
 
According to information provided by the Ministry of Education, the total number 
of schools in the country was 12,036 in 2011 (MINEDUC6). Of these, 43% are 
municipal schools, 50% are subsidised schools and 7% are private schools. 
 
Secondary school system 
 
This particular research is focused on secondary education. In Chile, as shown in 
table 2.2.1, the secondary tier of education takes 4 years. Secondary schools can 
be classified according to the type of education that they provide: humanistic-
scientific schools with an academic orientation; professional-technical schools 
with a vocational orientation and polyvalent schools that offer both academic and 
vocational routes. 
 
Humanistic-scientific secondary schools offer a general curriculum which 
includes traditional subjects, such as mathematics, language and sciences, and this 
pathway is more oriented towards higher education. The majority of schools in 
Chile have this orientation. 
                                                          
6
 MINEDUC stDQGVIRUµ0LQLVWHULRGH(GXFDFLyQ¶ (Ministry of Education)  
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Vocational secondary schools provide students with the opportunity to study a 
specialisation leading to employment after they finish secondary school. In the 
past, students started such courses from the first year of secondary school, which 
meant that they follow their specialisations for four years. Today the situation is 
different, due to a curricular reform that took place in 1998. This reform extended 
the general curriculum (academically based) from the 8 years of primary 
education to 10 years, and hence to include the first two years of secondary 
education. Therefore, vocational schools can only provide vocational education 
during the last two years of secondary school (Years 3 and 4, see table 2.2.1). At 
the national level, the number of occupational areas considered in vocational 
education is 14 and the number of specialities 46. As mentioned later in this 
chapter, all the schools included in my sample have a vocational orientation, 
although one of them is polyvalent, which means that it offers both vocational and 
academic routes.  
 
Special educational programmes 
 
Inclusive educational systems that integrate students with different educational 
needs, providing them with an equal opportunity to receive a quality education 
have increasingly become a requirement for the educational agendas of 
developing countries. In the following lines, I describe two of the inclusive 
educational programmes present in the Chilean system.  
 
Adult education: In Chile, there is a programme of adult education which is 
targeted at people who are older than the usual minimum age to start primary or 
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secondary education (16 years old is the limit to start secondary education). This 
programme offers in-person education (normally provided by schools in an 
evening school shift) and a flexible programme (which is structured to take 
DFFRXQWRIWKHVWXGHQWV¶DYDLODELOLW\7KHPDLQREMHFWLYHRIWKLVSUogramme is to 
promote opportunities for human, cultural, social and economic development, 
which is beneficial for the personal development of individuals and consequently 
for the progress of the country.  
 
Special educational needs programme: This programme focuses on the provision 
of special educational support for children or adolescents who have special 
educational needs (SEN). This support is provided through the use of specialised 
teaching staff, material resources and facilities. The main objective is to provide 
extra support to students who require special attention because they have a 
disability affecting their capacity to learn or to adapt to the typical classroom 
environment. This type of education is provided in mainstream schools, by 
specialists who work with small groups of children or with individual students, 
and in special schools. Today in Chile, around 850,0007 students have special 
educational needs (SEN) and it is imperative to improve the coverage of special 
education services because the evidence indicates that in 2010 only 228,000 
students received special support (MINEDUC).   
  
                                                          
7
 In 2010, total school enrolment was 3,324,441, including the pre-school, primary and secondary 
educational levels. 
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2.3 Assessment systems 
 
National assessment system (SIMCE)  
 
As discussed in Chapter 4, one of the most important criteria used to select my 
sample of schools were the results of a national examination known as SIMCE8. 
This exam has been the method used to measure educational standards in Chile 
since 1988. All the students in Year 4 of primary education have to take this test 
every year. In addition, this test has to be taken by either students in Year 8 of 
primary education or students in Year 2 of secondary education (see table 2.2.1), 
alternating between these two levels each year. This test is designed by the 
curriculum and evaluation unit of the Ministry of Education and its main objective 
is to provide reliable indicators of Chilean educational standards. This test is a 
standardised instrument applied by external evaluators in every school in the 
country. Traditionally, the subjects measured have been Language (Spanish) and 
Mathematics and, in some years, Sciences. Only recently, in 2010, two new 
subjects were introduced with an evaluation every two years. English SIMCE is 
applied to students in Year 3 of secondary education and Physical Education 
SIMCE to students in Year 8 of primary school.  
 
SIMCE scores provide information about the attainment of a group of students 
from each school, which are compared to both the results of previous years in the 
same school, and to the results of other schools. In addition, results also provide 
information about each measured class within a school, which is compared with 
                                                          
8
 6,0&(VWDQGVIRUµ6LVWHPDGH0HGLFLyQGHOD&DOLGDGGHOD(GXFDFLyQ¶6\VWHPWR0HDVXUHWKH
Educational Quality).  
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other measured classes in the same school. Scores are reported using a standard 
scale with a mean of 250 points (OECD, 2004).  
 
As previously indicated, the main objective of SIMCE is to obtain accurate 
information about educational standards in Chile, in order to use this information 
for educational improvement purposes. The more specific uses of the test are:  
 
1. To focus the intervention by detecting schools that demonstrate lower 
results, in order to support these institutions with special programmes (P-
900, High School for All9). The information about SIMCE results is also 
useful for the allocation of resources.  
2. To provide incentives for teachers by taking into account the SIMCE 
results for a school and their changes over time. Schools are ranked based 
on SIMCE scores and schools which demonstrate a good performance are 
JLYHQ HFRQRPLF UHZDUGV WKDW JR WR WHDFKHUV 7KH QDWLRQDO WHDFKHUV¶
evaluation system (SNED10) considers SIMCE results as an essential 
element.  
3. To analyse educational policies by using the SIMCE scores to evaluate 
the effectiveness of the educational projects and support programmes that 
have been implemented, in order to improve educational quality.  
4. To design of educational policies by identifying the weaknesses of the 
system and the areas in which more emphasis must be placed for 
                                                          
9
 Educational improvement programmes that have been introduced in Chile in schools that require 
additional support.  
10
 61('VWDQGVIRUµ6LVWHPD1DFLRQDOGH(YDOXDFLyQSRU'HVHPSHxR¶1DWLRQDO(YDOXDWLRQ
System based on Performance). 
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educational improvement (e.g. national reading, writing and mathematics 
campaign).  
5. To evaluate the achievement of the curriculum by assessing the student 
achievement level in relation to the curricular expectations.  
 
In addition, it is important to mention that the use of SIMCE has received a lot of 
criticism from many sectors of Chilean society. This criticism is based on aspects 
such as, excessive expectations, diagnostic error, invalid information and 
insufficient information. This criticism has been gradually addressed by efforts 
that have sought to improve the quality of the test.  
 
In relation to the use given to the information provided by SIMCE, it is possible to 
indicate that results are mainly used by economists who evaluate the quality of the 
educational system for implementation of budget related policies. Nevertheless, 
the information is not sufficiently used by educational researchers or practitioners. 
In general, schools and teachers do not make effective use of SIMCE results for 
educational improvement. Some of the reasons that can explain this situation are:  
 
1. Practitioners are sceptical about the reliability of the results of this 
test. In relation to this point, teachers need more information to understand 
what these results mean in practice. They need to understand how this test 
helps the educational system. 
2. Teachers of other subjects (not measured by SIMCE) do not place the 
same importance on the test. Since it is an examination only addressing 
certain school disciplines, the consideration of SIMCE results is not a 
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priority shared by all school members. In order to resolve this problem, 
school members should be convinced of the real value of this test for the 
improvement of their particular institution and they should work with a 
common objective.  
3. Traditionally, SIMCE results have been reported in a very un-user-
friendly way, merely as a set of indicators without any guidance about 
how to improve the teaching in certain areas. This problem has started 
to change recently. Academic achievement results should be accompanied 
by guidance and specific information for schools, in relation to the areas in 
which it is necessary to focus in order to improve the level of attainment in 
the future.  
 
SIMCE can be regarded as an instrument of school accountability, thus there are 
certain pressures on schools to improve their results. When special intervention 
programmes or additional resources are given to schools, it is expected that the 
school will perform better. Other ways to apply pressure to schools, in a more 
positive way, are the use of incentives for schools. Extra pressure may come from 
school owners (in the case of private-subsidised schools or private institutions). 
This is frequently encouraged by free market competition between schools to 
attract students. In fact, school league tables are frequently used by some families 
to decide about the education of their children.  
 
Finally, it is important to point out that the Ministry of Education is looking for 
more effective ways to use SIMCE results as a way to improve teaching and 
learning, and consequently educational quality.  Traditionally, SIMCE results 
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have been more used for policy making and not sufficiently as an instrument to 
encourage reflection about the quality of education that schools are providing. 
This problem needs to be resolved with more effective use of SIMCE results. The 
information given by this examination should be complemented with other 
sources of information assessing aspects, such as educational coverage, equity in 
education and teaching practices.  
 
International assessment   
 
In addition to the national assessment system (SIMCE), Chile takes part in many 
other international education evaluation systems. These tests are: PISA (OECD), 
TIMMS (IEA), LLECE (UNESCO), ICILS (IEA), ICCS (IEA) and CIVEC 
(IEA)11. These tests have important differences from SIMCE, for example, they 
only evaluate a representative sample of students, whilst SIMCE evaluates all the 
students at a specific level. In addition to this, these tests give results per country 
and SIMCE gives results per school. In general the results of these evaluations 
demonstrate that the Chilean educational attainment is higher than that of other 
Latin American countries, but significantly lower than the attainment in 
developed countries. For example, the results of PISA 2009 demonstrate that 
Chile is the highest ranked Latin American country, but its results are considered 
significantly below the OECD average. These results indicate that there is still a 
lot to do in order to improve results, and one of the biggest challenges to increase 
educational quality in Chile is to improve the equity of the system. In relation to 
WKLVSRLQW7KRPDVHWDO SDUJXH³,QWHUQDWLRQDOFRPSDUDWLYHVWXGLHV
                                                          
11
 See list of abbreviations.  
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KDYH DOVR SRLQWHG RXW WKDW LQ &KLOH LQHTXDOLWLHV LQ HGXFDWLRQ UHPDLQ SUHVHQW´
(OECD, 2002; OECD, 2007).  
 
2.4 Higher education system 
 
This educational segment is not particularly addressed in this research, but it is an 
element considered in the reflections about educational expectations and future 
opportunities for students. Higher education was a matter discussed in all the 
secondary schools included in the sample, especially because of the problems of 
social inequality that affect the school system continue into higher education. 
Additionally, this chapter has the objective of situating this research in a particular 
context and giving the reader sufficient knowledge to understand how this context 
operates. For that reason, a holistic description of the elements of the Chilean 
educational system is justified and necessary. 
  
Higher education in Chile is provided by three types of institutions: technical-
training centres, professional institutes and universities. The structure of the 
current educational system in Chile is the product of decrees and laws that were 
promulgated in the 1980s and also from the Organic Constitutional Law of 
Education (LOCE) promulgated in 1990. These laws facilitated the creation of 
private higher education institutions which has resulted in the marketisation of 
education in Chile (OECD, 2004).  During the last decades, the number of 
students enrolling in higher education has increased considerably, from 250,000 
students in 1990 to more than 500,000 in 2002. During the same period, there was 
an increase from 12% to 32% in the proportion of students between the ages of 18 
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and 24 enrolling in higher education. In 2010, the percentage of the population in 
higher education was 33%. In addition, during the last years, there has been a 
significant increase in the number of students from the lower and middle classes 
gaining access to higher education (OECD, 2004). In terms of the financial 
assistance available to students to enable them to access higher education, there 
are subsidies, scholarships and financial aid. Students have access to credit or 
loans which they have to start repaying two years after graduation. Nevertheless, 
even considering these benefits, a high number of students do not get any support 
to study, especially the ones who study in private institutions, such as private 
universities, professional institutes or technical-training centres. These students 
need to invest a lot of money in their education and, unfortunately, higher 
education is very expensive in Chile. Benefits, such as scholarships and subsidies 
are more focused on students who study in traditional universities12 and they are 
JUDQWHG RQ WKH EDVLV RI VWXGHQWV¶ SUHYLRXV DFDGHPLF SHUIRUPDQFH VHFRQGDU\
education), their results in the university admission exam (PSU13) or their socio-
economic status. Often, students from lower classes receive more support, but the 
cost of higher education in Chile is also high for the Chilean lower middle-class 
and middle-class and frequently students belonging to this social group receive 
fewer benefits and need to secure loans.  
 
The neo-liberal laws promulgated in the 1980s in Chile under the military regime, 
and the continuation of this tradition by the democratic governments has done 
                                                          
12
 Traditional universities include the 25 prestigious institutions that are members of the Chilean 
Council of Rectors. This group includes public institutions and others with private origins. They 
are autonomous, charge tuition fees to their students and receive public subsidies (OECD, 2004). 
13
 368VWDQGVIRUµ3UXHEDGH6HOHFFLyQ8QLYHUVLWDULD¶8QLYHUVLW\6HOHFWLRQ7HVWIn Chile 
students have to take this admission examination in order to gain access to most universities. This 
test is not necessary to gain access to professional institutes or technical training centres. 
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more harm than good to the educational system (see section 2.5). This is mainly 
because under these laws, it was made easier for private investors to create 
educational institutions and increase the education on offer. This could be 
regarded as a way to increase the number of people who have access to education. 
This has indeed happened. However, the problem is that these laws have affected 
WKH V\VWHP EHFDXVH PDQ\ RI WKHVH QHZ µIRU-SURILW LQVWLWXWLRQV¶ SURYLGH DQ
unsatisfactory quality of education. In relation to this point, López (2011) 
LQGLFDWHVWKDWDVWXG\GHYHORSHGE\WKHUHVHDUFK LQVWLWXWHµ/LEHUWDG\'HVDUUROOR¶
about the quality of universities in Chile, concluded that 81% of private 
universities are of low quality. In addition to this, a high number of students incur 
huge debts to pay for their education in these profit making institutions. 
 
In order to tackle the problem of the quality of higher education, some measures 
have been taken. For example, in 1997, a programme to improve the quality and 
equity in higher education was introduced (MECESUP14). This programme has 
four components: quality assurance, institutional strengthening, competitive funds 
access, and advanced technical training programmes (OEDC, 2004). Growing 
attention is being paid to the quality of teaching and research produced by 
universities in Chile and, in recent years, a formal process of accreditation of 
universities has begun as a way to evaluate the quality of higher educational 
institutions.  
 
 
                                                          
14
 Mejoramiento de la Calidad y Equidad de la Educación Superior (Higher Education Quality and 
Equity Improvement Programme). 
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2.5 Previous reforms of the Chilean educational system and the problem of 
equity  
 
I have considered it necessary to explore some of the educational reforms that 
have taken place in Chile in the last decades because they are consistently related 
to the problem of equity which affects the Chilean educational system. In this 
research, I have addressed the problem of equity as it affects schools in 
challenging circumstances. Therefore, it is especially important to address this 
problem from a contextualised point of view, in order to establish relations 
between what is happening at the school level and what is taking place in the 
wider context. 
 
The educational system in Chile has undergone some changes during recent 
decades. These innovations have been introduced as a response to the political 
agendas of the governments in power. It seems to be the case that education and 
politics can never be taken as independent matters, and when education is the 
concern, it is always necessary to consider the political scene during a specific 
period of time. In this section, I briefly outline the most recent history of Chilean 
education which I divide into the Pinochet Era and the Post-Pinochet Era (the 
Chilean military dictatorship under Augusto Pinochet lasted 17 years, from 1973 
until 1990). 
 
Under the military dictatorship of Pinochet, some educational reforms were 
introduced in order to establish a relationship between economic and educational 
policies. In the 1980s, the military government intervened in the educational 
system with the establishment of new policies that were generated as a result of a 
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more liberal economic system. In relation to this point, Hopkins (2006, p.3) 
DUJXHV ³&KLOH¶V PLOLWDU\ JRYHUQPHQW JXLGHG E\ D PDUNHW GULYHQ SKLORVRSK\
intervened strongly in the educational system, introduced choice and decentralised 
VFKRRODGPLQLVWUDWLRQ´  
 
Two specific educational policies were established during the 1980s, the first big 
FKDQJH ZDV µWKH GHFHQWUDOLVDWLRQ RI HGXFDWLRQ¶ 8QGHU WKLV PHDVXUH WKH
management of schools was transferred to the municipal governments. During this 
time, three different types of schools were established: private-subsidised schools, 
municipal schools (both with public funding) and private-paid schools (see section 
2.2). The decentralisation policy, however, produced problems for the educational 
system in that it was affected by a significant reduction in federal spending. The 
municipalities did not have sufficient economic resources to administer the local 
schools and for that reason they began to spend the provincial budgets on schools. 
This fact had important implications in terms of quality and equity in education 
because the wealthier municipalities could invest more in education in order to 
secure better material and human resources for education and, consequently, they 
were able to provide a better quality of education and more opportunities for 
students to access higher education. In contrast, the poorest municipalities did not 
have enough resources to assure high quality education and opportunities for their 
VWXGHQWV ,Q UHODWLRQ WR WKLV SRLQW $UDQJR  DUJXHV ³this new funding 
procedure subsequently triggered a divide in the quality of education between 
wealthier municipalities, which could afford to extend a substantial part of their 
budget toward schools, and poorer municipalities, which suffered the 
consequenFHVRIDIDVWZLWKGUDZDORIIHGHUDOIXQGLQJ´ 
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7KH VHFRQGHGXFDWLRQDO SROLF\ ZDV µWKHSULYDWLVDWLRQRI WKH HGXFDWLRQDO V\VWHP¶
through the introduction of a system of school vouchers. According to Arango 
³JRYHUQPHQW-provided vouchers have encouraged private schools to enter 
the educational market place in order to compete for government funding 
DORQJVLGH PXQLFLSDO HGXFDWLRQDO LQVWLWXWLRQV´ 8QGHU WKH YRXFKHU SROLF\ ERWh 
municipal schools and private-subsidised schools receive a subsidy for every 
student who attends the school. This measure encourages competition between 
schools for student enrolment and good attendance rates. However, the chances of 
fair competition for the municipal schools are reduced, because the students that 
attend these schools are more likely to come from disadvantaged backgrounds and 
in many cases the condition of social deprivation in which they live affects their 
attendance and, consequently, the attendance rates of their schools. Matear (2006) 
showed evidence of this problem, indicating that in 2000, 81% and 72% of the 
primary and secondary municipal school population respectively, were from the 
lowest five income deciles in the country. In contrast, the private schools 
subsidised by the government invest a lot more in pedagogical resources and 
infrastructure and this in turn allows them to attract more students. Pupils 
attending private subsidised institutions have to pay a school fee to study, but 
considerably less than in a private school. The fees these schools charge depend 
on the facilities and the educational results they have. Some private-subsidised 
schools charge very little, whilst others charge an amount not very far from 
private school fees (they are also obliged by law to provide a percentage of fee 
scholarships for students). Therefore, these schools have two main sources of 
IXQGLQJ SDUHQWV¶ FRQWULEXWLRQV DQG SXEOLF VXEVLGLHV 7KLV VLWXDWLRQ KDV DOORZHG
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WKH FUHDWLRQ RI PDQ\ µIRU SURILW-VFKRROV¶ ZKRVH PDLQ LQWHUHVW LV WR REWDLQ
government subsidies.  
 
A study conducted by Carnoy (1998) examines the national voucher plans in 
Chile and Sweden. According to this research, the voucher system neither 
improves quality in education nor has positive repercussions in terms of equity in 
education. As a result of the privatisation of schools under the voucher measures, 
there was a large movement of students from the private-paid system to the 
private-subsidised one, because school fees were cheaper and the resources and 
infrastructure of the new subsidised schools were similar to private schools. In 
addition, private- subsidised schools were allowed to select students and only the 
best students of the municipal sector were accepted and even funded by private-
subsidised schools through the percentage of scholarships they have to provide by 
law. This situation produced a high concentration of underachieving students in 
municipal schools. As a consequence of the privatisation measures, less 
advantaged student populations with learning difficulties, social and economic 
problems, and who require more support and resources, were given less funding 
because their attendance levels and results were lower. This fact affected 
considerably the quality of public education in Chile and the opportunities for 
students attending municipal schools.  
 
After the Pinochet Era and with the beginning of the democratic period or Post-
Pinochet Era, new governments tried to introduce rapid change in the educational 
system as an element of their political agendas which, this time, were driven by an 
interest in social inclusion. Elements such as equity and opportunities are believed 
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to be given high importance by modern democracies. For that reason, it was 
necessary to give the educational system a more democratic character; show more 
concern about municipal education; improve the quality of education in the more 
deprived areas and provide more opportunities to poor students to receive a better 
quality of education and access to higher education. It was imperative to build a 
more equal society in which people from different social backgrounds could have 
the opportunity to have a position and a say in the leading spheres of the society. 
Therefore, in the 1990s, after the dictatorship period, an important educational 
reform was introduced by the first democratic government. According to Hopkins 
(2006, p.4), the new educational system included many structural changes, some 
of these were:  
 
x Innovations and modernisations in the curriculum. 
x Introduction of school computer networks (Enlaces). 
x Move from double to single shift day in the schools.  
x Networking among schools serving disadvantaged populations.  
x More attention was given to school accountability, standard raising and 
competitiveness.  
x The SIMCE test that was introduced in the 1980s was modernised. 
x The system of vouchers to private subsidised schools, introduced by the 
military government, was preserved and the numbers of new schools 
operating under the system of private/public funding increased 
dramatically.  
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Nowadays, after two decades of the implementation of this reform, the original 
intentions to improve the quality and equality of the national educational system 
have only been partially realised. The standards of attainment measured by 
national and international examinations are still below those of developed 
countries, even though great effort has been spent in order to improve educational 
quality. In addition, the Chilean educational system still presents evident 
inequalities that are a consequence of the inequalities present in the Chilean 
society. For example, students attending municipal schools do not receive the 
same quality of education and do not have the same opportunities as students 
attending private- subsidised or private-paid schools. In relation to this point, 
$UDQJR  DUJXHV ³WKH REYLRXV LQHTXDOLW\ LQ WHDFKHU VXSSO\ DQG VWXGHQW
resources differentiates public from private education and reveals a direct 
FRUUHODWLRQZLWKWKHOHYHORIVWXGHQWDFKLHYHPHQW´ 
 
The results of the study conducted by Matear (2006) could be considered a clear 
example of the inequality of the system. This study found that the percentage of 
students who are accepted to universities and come from private schools is 
considerably higher than the percentage of those coming from municipal 
education. For example, some years ago, only 27% of the students admitted to the 
Universidad de Chile were educated in the municipal sector.  
 
In 2006, the inequalities of the educational system in Chile, the consequence of 
the major policies introduced in the 1980s, which were addressed in this chapter 
(decentralisation or municipalisation of education and privatisation), generated a 
strong reaction from secondary school students. This movement was known as 
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µ7KH 3HQJXLQV¶ 5HYROXWLRQ¶ 'XULQJ WKat year there were massive protests and 
demonstrations in Santiago and other cities in Chile. Students demanded the 
derogation (partial revocation) of the LOCE (Organic Constitutional Law of 
Education); changes in the structure of the educational system; improvement in 
the educational quality and equity; an end to the discriminatory practices in the 
admission to private-subsidised schools; an end to the municipalisation of 
education (decentralisation policy); free student transport cards; free university 
admission tests; etc. The government of Michelle Bachelet heard the demands of 
students, offered some structural changes to the system and proposed a new 
educational law, known as LGE15 (General Law of Education).  
 
This new law attempted to eliminate discriminatory practices in the admission of 
the students to private subsidised education and established a National 
Educational Council and a Quality Assurance Agency to monitor schools and 
proposed a redistribution of government funds towards municipal education. 
Nevertheless, opponents argued that this law did not consider a change in the 
financial structural system of vouchers for private subsidised education. 
According to the students, the LGE preserved the inequalities of the educational 
system in Chile. These students demanded an education of quality for all and 
more opportunities for those coming from low income families who did not have 
the opportunity to attend a private institution, in order to receive a better education 
and future access to higher education. This law introduced some positive changes 
to the system, regulated and adapted the privatisation and decentralisation policies 
but did not eliminate them. It was finally approved in 2009.  
                                                          
15
 /*(VWDQGVIRUµ/H\*HQHUDOGH(GXFDFLyQ¶*HQHUDO/DZRI(GXFDWLRQ 
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Since 2006, there have been student demonstrations every year not only by 
secondary students but also university students. In 2011, there were a lot of 
demonstrations by secondary and university students. Many schools and 
universities were occupied for months. Chilean students demanded free education 
DQGWKHHQGRIWKHµHGXFDWLRQDOEXVLQHVV¶RIPDQ\IRU-profit education institutions. 
These demands were partially heard by the government of Sebastian Piñera, 
which increased the education budget, in order to provide more financial support 
for students from more disadvantaged backgrounds. Nevertheless, the government 
has systematically rejected moves towards a completely free education system. It 
is hoped that the greatest inequalities of Chilean society will not continue to be 
reproduced in the educational system. The most disadvantaged populations have 
the same right to receive quality education and equal opportunities as more 
privileged social groups. This is the challenge of the educational system.  
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2.6 Summary 
 
In this chapter I have provided an overview of the Chilean educational system by 
giving information about its structure and organisation. I have provided specific 
information about aspects such as: classification of schools by their type of 
administration and funding system; vocational education; the assessment system; 
higher education opportunities and the main educational policies that have 
impacted upon the educational quality, equity and opportunities in Chile. The 
inclusion of these elements has fulfilled my intention of providing a clear 
contextual reference framework to my research. Different countries organise their 
educational systems differently and they have different policies and heritages. 
Therefore, it is very important to provide references for the reader. In the 
following chapter I will provide a detailed review of the literature in the field of 
school effectiveness and I also include an overview of the research literature from 
Latin America and Chile.    
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3.0 Introduction  
 
In this chapter, I present a review of the literature concerning school effectiveness 
research. I introduce the chapter with a general overview of the area (3.1) in 
which I explore the history of school effectiveness research (SER). After that, I 
provide the main definitions of SER (3.2); I describe the main stages of SER 
(3.3); I consider the literature addressing school effectiveness in contexts of 
deprivation (3.4) and I discuss the main methodologies used in SER (3.5). In the 
following section, I describe the different models of school effectiveness research 
(3.6), the key features of effective schools (3.7) and the links between school 
effectiveness and school improvement (3.8). Finally, in the last sections of the 
chapter, I consider the status of SER around the world, including Latin America 
and Chile (3.9). I conclude the chapter by discussing the main criticisms of SER 
(3.10).  
 
3.1 Overview of school effectiveness research  
 
School effectiveness research (SER) has been an area of interest in the last four 
decades in many countries, especially in the United Kingdom, the United States 
and the Netherlands. There are many reasons underlying this special interest in the 
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ILHOG EXW LW LV LPSRUWDQW WR LQGLFDWH WKDW WKH PDLQ ³FDWDO\VWV´ 6DPPRQV 
p.ix) that attracted the attention of educational researchers were the studies 
conducted by Coleman et al. (1966) and Jencks et al. (1972). These studies 
concluded that the particular school attended by pupils was not influential in their 
academic achievement. They argued that contextual factors such as, family 
background, economic and cultural origins or socio-economic status (SES), race 
and IQ had a greater impact on studeQWV¶RXWFRPHV 
 
In addition to the Coleman and Jencks studies, in the 1970s Hauser et al. also 
GHPRQVWUDWHG WKDW WKH LQIOXHQFH RI WKH VFKRRO FKDUDFWHULVWLFV XSRQ WKH VWXGHQWV¶
outcomes was not as influential as the background determinants of a student. In 
UHODWLRQWR WKLVSRLQW5H\QROGV	7HGGOLHSLQGLFDWHGWKDW³WKH+DXVHU
studies, conducted in high schools in the USA, concluded that the variance 
between schools was within the 15-30 per cent range and was due to mean of SES 
(socio-economic status) differences, not to characteristics associated with 
HIIHFWLYHVFKRROLQJ´ 
 
In 1967, µ7KH3ORZGHQ5HSRUW¶ was published in Britain. This report highlighted 
WKH LPSRUWDQFH RI WKH SUREOHP RI µVRFLDO KDQGLFDSV¶ DV GHWHUPLQDQWV RI WKH
VWXGHQWV¶ VFKRRO SHUIRUPDQFH 7KLV ZRUN HVWDEOLVKHG VRPH OLQNV EHWZHHQ VRFLDO
disadvantage and educational outcomes.  
 
After the release of these controversial studies, which were heavily criticised on 
methodological and theoretical grounds, many educational researchers turned 
their attention to school effectiveness research (SER). It is well known that these 
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controversial findings motivated the early research intoschool effectiveness as a 
reaction to the pessimistic view which believed that the particular school attended 
by students had almost no influence on their academic performance in comparison 
to the impact of their background characteristics. Researchers wanted to validate 
WKHUROHRIWKHVFKRRODVDFUXFLDOGHWHUPLQDQWRIVWXGHQWV¶DFKLHYHPHQW)RUWKDW
reason, since the 1970s, many studies of school effectiveness have been 
FRQGXFWHG 5HVHDUFKHUV¶ PDLQ LQWHUHVW KDV EHHQ WR HVWDEOLVK ZKHWKHU µVFKRRO
PDWWHUV¶EHFDXVHWKH\DUHQRWFRQYLQFHGE\WKHSHVVLPLVWLFYLHZWKDWHPSKDVLVHV
WKHLGHDWKDW³VFKRROVPDNHQRGLIIHUHQFH´5H\QROGV	7HGGOLHS 
 
Early school effectiveness research (SER) studies were focused on the promotion 
of equity in education. The main aim of SER was an education of quality for all. 
The specific aim was that children from deprived urban communities should attain 
a similar level of educational achievement to those from more privileged 
backgrounds. These first studies concluded that the school could play an 
LPSRUWDQW UROH LQ SURPRWLQJ RU UHGXFLQJ VWXGHQWV¶ HGXFDWLRQDO VXFFHVV ,W ZDV
found that there were some factors which were closely related to school 
effectiveness, such as: strong educational leadership, high expectations about the 
academic results of the students, emphasis on the basic skills, a safe and 
disciplined climate and frequent evaluations of student progress (factors proposed 
by Edmonds in 1979). Considering all this early work, it was possible for the 
researchers to affirm that both the school and teachers can have a significant 
influence on the academic performance of the students. The differences in 
effectiveness could be measured and the features associated with greater or lesser 
effectiveness identified.   
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Early SER also emphasised the role of the school intake and their social 
background as important contextual factors that have to be considered in SER. In 
UHODWLRQ WR WKLV SRLQW 6DPPRQV  S LQGLFDWHG WKDW ³6FKRRO HIIHFWLYHQHVs 
research has focused on exploring the role of educational experiences and 
LQIOXHQFHVEXWGRHVQRWVHHNWRLJQRUHRUPDUJLQDOLVHWKHUROHRIRWKHUIDFWRUV´,Q
fact, social background has often been considered a key factor for the academic 
success of students and for their later occupational life. According to Sammons 
S³FODVVLFDOHGXFDWLRQDOVRFLRORJ\HPSKDVLVHGWKHLPSDFWRIVRFLDOFODVV
DQGLQHTXDOLW\DVGHWHUPLQDQWVRIVWXGHQWV¶µXVXDOO\PDOHV¶HGXFDWLRQDODQGODWHU
occupational outcomes, and was concerned with the reproduction of the social 
RUGHU´ ,W VHHPV WKDW WKH VRFLDO FRQWH[W LQZKLFK LQGLYLGXDOVKDYHJURZQXSFDQ
strongly impact upon their quality of life in the future. For example, their levels of 
educational achievement at school are closely related with higher education 
opportunities and consequently with better professional opportunities.  SER has 
been significantly influenced by the social justice claims that demand that any 
student from a disadvantaged background has equal access to quality educational 
opportunities in line with those who belong to a more privileged social context. 
For that reason, since its early stages SER has often paid a lot of attention to 
disadvantaged school communities (Coleman et al., 1966; Jencks et al., 1972; 
Hauser, 1971; Hauser et al., 1976).  
 
During the last two decades, school effectiveness research (SER) has continued to 
be considered an important area of interest for many countries, since concepts 
VXFKDV ³DFFRXQWDELOLW\´KDYHEHFRPHPRUH LQIOXHQWial in the educational arena. 
Market oriented policies have led to the publication of school league tables in 
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some countries, in order to raise educational standards and inform parents about 
the educational choices for their children. In the UK, more notably in England, 
school effectiveness research (SER) has influenced educational policy. SER has 
had important practical repercussions, since many school effectiveness studies 
have been commissioned by the government, with the objective of identifying the 
actions necessary to improve the quality of education and educational results.  
 
3.2 Definitions of school effectiveness 
 
7KH VFKRRO HIIHFWLYHQHVV PRYHPHQW KDV EHHQ VWURQJO\ DVVRFLDWHG ZLWK VWXGHQWV¶
outcomes and with WKHFRQFHSWRI³YDOXHDGGHG´0F3KHUVRQ0RUWLPRUH
GHILQHGDQHIIHFWLYHVFKRRODV³RQHLQZKLFKVWXGHQWVSURJUHVVIXUWKHUWKDQ
PLJKWEHH[SHFWHGIURPFRQVLGHUDWLRQRILWVLQWDNH´6DPPRQVSDUJXHV
WKDW ³DQ HIIHFWLYH VFKRRO WKXV DGGV µH[WUD YDOXH¶ WR LWV VWXGHQWV¶ RXWFRPHV LQ
FRPSDULVRQZLWKRWKHUVFKRROVVHUYLQJVLPLODULQWDNHV´,QWKHVDPHSXEOLFDWLRQ
Sammons (S[L LQGLFDWHV WKDW ³VFKRRO HIIHFWLYHQHVV LV PRUH DSSURSULDWHO\ VHHQ
and used as a method of increasing our understanding of school and classroom 
SURFHVVHVDQGWKHZD\WKHVHFDQLQIOXHQFHVWXGHQWV¶HGXFDWLRQDORXWFRPHV´ 
 
In my personal formulation and understanding of the concept of school 
effectiveness, I take elements from all the above definitions. In this particular 
VWXG\,DPXVLQJDGHILQLWLRQWKDWHPSKDVLVHVWKHFRQFHSWVRIµVFKRROSURFHVVHV¶
µYDOXHDGGHG¶ µHGXFDWLRQDORXWFRPHV¶ DQG µVFKRRO LQWDNH¶%\FRPELQLQJ WKHVH
elements, I elaborated the following definition: 
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³$QHIIHFWLYHVFKRRO LVRQH LQZKLFKSDUWLFXlar school processes add 
extra value to the educational outcomes of its students in comparison 
ZLWKVFKRROVVHUYLQJVLPLODUVWXGHQWLQWDNHV´ 
 
The concept of school effectiveness has been extensively criticised and 
FKDUDFWHULVHG DV µUHGXFWLRQLVW¶ (Wrigley, 2004). One of the main sources of 
criticism is its tendency to use the level of academic attainment to categorize 
schools as effective or ineffective. ,QIDFWµHIIHFWLYHVFKRROV¶DUHFRQVLGHUHGWREH
the ones that do well in terms of academic results measured by standardised 
examinations. However, this µreductionist definition¶ focused on pupil attainment 
probably characterized the early development of the field, although even some 
early studies included the analysis of a wide range of educational outcomes 
(Rutter et al., 1979; Mortimore et al., 1988).  According to Muijs et al. (2011), 
during the last decade researchers have studied a wide range of issues, including 
well-being and capability (De Fraine et al., 2005; Kelly, 2007), self-concept (De 
Fraine et al., 2007), attitudes to school (Van de Gaer et al., 2009), mental health 
(Modin & Ostberg, 2009), physical health (West et al., 2004), and problem 
behaviour (Sellstrom & Bremberg, 2006), amongst others.  
 
More recently,, the majority of school effectiveness studies include the analysis 
and reflection on other VWXGHQWV¶ educational outcomes and use varied 
methodologies, including case studies and mixed methodologies to focus on 
school educational processes rather than on the discovery of school key 
effectiveness characteristics through statistical correlations (Wrigley, 2004). 
However, it has to be acknowledged that academic outcomes are still the focus of 
a big number of school effectiveness studies. School effectiveness advocates 
argue that this tendency is completely justified because attainment is a key 
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outcome and one of the aims of schooling. Attainment has a relationship with 
SXSLOV¶IXWXUHOLIHFKDQFHVDQGLWLVargued to be the outcome more susceptible to 
school effects (Muijs et al., 2011).  
 
,W KDV EHHQ DUJXHG WKDW DQ µHIIHFWLYH VFKRRO¶ LV QRW QHFHVVDULO\ D µJRRG VFKRRO¶ 
which can be true in many cases. Nevertheless, I think that many of the so called 
µeffective schools¶ are also µgood schools¶, as it has been demonstrated by this 
research. Probably, the fact that a school prepares students for standardised 
examinations does not make it a good school, but I argue that many of the 
educational processes taking place in schools that are somehow associated with 
good student academic performance can make a school a good educational 
LQVWLWXWLRQ7KHVHHGXFDWLRQDOSURFHVVHVDGGH[WUDYDOXHWRVWXGHQWV¶SHUVRQDODQG
social educational outcomes and not only to the academic ones. For example, a 
school that promotes positive and peaceful relationships between students and 
between students and teachers in the classrooms is contributing to improve the 
academic achievement of their students through the creation of an appropriate 
environment for learning. In addition, it is also contributing to the development of 
better social outcomes for students who learn in an environment where they are 
valued and respected.  
 
It is widely considered that a good school is one that provides students with skills 
that will make them capable of life learning. In other words, good schools give 
them the tools to become active, independent and critical learners able to solve 
problems in a creative way. I would argue that if a school has provided students 
with those learning tools, examinations that measure the knowledge in some 
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traditional curricular areas should not be a problem for them, especially 
considering that nowadays school based and external assessment in developed and 
developing societies use problems solving and critical thinking strategies to assess 
student knowledge. Considering this, it seems reasonable to argue that a good 
school should be also an effective school.  
 
Based on the previous ideas, I argue that the unfairly criticised µeffective schoolV¶ 
are commonly good schools characterised by effective educational processes and 
not only by good student attainment levels.  
 
3.3 Stages of school effectiveness research  
 
From the mid-1960s until the early 1970s, the majority of studies were designed 
upon a basis of input-output dynamics. These studies were economically driven 
and their main focus was the analysis of the influence of human and physical 
UHVRXUFHVRQVWXGHQWV¶RXWFRPHV$GGLWLRQDOO\WKHVHVWXGLHVDOVRH[SORUHGVWXGHQW
background characteristics (student socio-economic status or SES) and the 
association between these and student achievement. Some of the most relevant 
studies conducted in this period, already mentioned in this chapter are: Coleman 
et al. (1966), Jencks et al. (1972), Hauser (1971), Hauser et al. (1976). 
From the early to late 1970s, the focus of SER was the study of the specific 
FKDUDFWHULVWLFV RI HIIHFWLYH VFKRROV DQG WKH LQIOXHQFH RI WKHVH RQ WKH VWXGHQWV¶
outcomes. Many of these studies were a response to the studies conducted by 
Coleman et al. (1966) and Jencks et al. (1972). Researchers started to study 
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schools that were successful in educating students from poor backgrounds. These 
studies intended to contribute to the understanding of the specific processes going 
on in these particular institutions. The classic samples of schools included urban, 
elementary, low SES schools. If the researchers could prove that these schools 
FRXOGEHVXFFHVVIXO WKLVIDFW³ZRXOGGLVSHO WKHEHOLHIWKDWVFKRROVPDGHOLWWOHRU
QRGLIIHUHQFH´5H\QROGV	7HGGOLHS2QHRIWKHFODVVLFVWXGLHVRIWKLV
type is the research of Weber (1971) who conducted case studies in four low-SES 
urban schools that were particularly interesting because they presented high 
achievement in one specific level. His research focused specifically on the inner 
processes of these schools in order to identify the main school features, such as 
VWURQJOHDGHUVKLSKLJKH[SHFWDWLRQVDQGHYDOXDWLRQVRIWKHVWXGHQWV¶SURJUHVV 
 
Some studies conducted during this stage tried to assess the influence of other 
VFKRRODFWRUVRQVWXGHQWV¶DFhievement, especially the role of teachers. According 
WR5H\QROGV 	7HGGOLH S ³WKH UHVHDUFKRI6XPPHUV 	:ROIH 
Murnane (1975), and others (e.g. Armor et al., 1976; Winkler, 1975) 
demonstrated that certain characteristics of classroom teachers were significantly 
UHODWHG WR WKH DFKLHYHPHQW RI WKHLU VWXGHQWV´ 6RPH RI WKHVH VWXGLHV IRXQG D
SRVLWLYHUHODWLRQVKLSEHWZHHQVWXGHQWV¶DFKLHYHPHQWDQGVRPHYDULDEOHVUHODWHGWR
KXPDQ UHVRXUFHV VXFK DV ³VWXGHQW VHQVH RI FRQWURO RI WKHLU HQYLURQPHQW´, 
³SULQFLSDOV¶ HYDOXDWLRQ RI WHDFKHUV´ ³TXDOLW\ RI WHDFKHUV¶ HGXFDWLRQ´ DQG
³WHDFKHUV¶KLJKH[SHFWDWLRQVIRUVWXGHQWV´5H\QROGV	7HGGOLHS2WKHU
VWXGLHV VWUHVVHG WKHVLJQLILFDQW LQIOXHQFHRISHHUVRQVWXGHQWV¶DFKLHYHPHQW HJ
Brookover et al., 1979; Hanushedk, 1972; Henderson et al., 1978; Summers & 
Wolfe, 1977; Winkler, 1975). 
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The results of many studies conducted in this period were criticised for the 
inadequacy of the measures used to control the school-classroom processes. This 
situation contributed to the assumption that the variation of effectiveness between 
different schools was associated with family background rather than with 
educational processes. This criticism was addressed by the research of Brookover 
et al. (1978, 1979) who designed more sophisticated instruments to measure the 
perceptions of school stakeholders about school climate.  
 
From the late 1970s until the mid-1980s the studies of school effectiveness were 
mainly focused on the creation of school improvement programmes. At this stage 
attention was not only focused on knowing the causes of the ineffectiveness of a 
particular school, but also in searching for solutions for this underachievement. In 
WKLV SHULRG UHVHDUFK ZDV KLJKO\ IRFXVHG RQ µHTXLW\¶ DQG D UHVHDUFKHU ZKR ZDV
especially important at that time was Ron Edmonds. He conducted studies during 
the late 1970s into effective schools in deprived areas. According to Reynolds & 
7HGGOLH S³(GPRQGVDQGKLVFROOHDJXHVZHUHQR ORQJHU LQWHUHVWHG LQ
just describing effective schools: they also wished to create effective schools, 
HVSHFLDOO\ IRU WKHXUEDQSRRU´7KH UHVHDUFK conducted by Edmonds produced a 
model of five factors related to effective schooling:  
 
1. Strong educational leadership.   
2. High focus on instruction.  
3. A safe and orderly school climate.   
4. +LJKH[SHFWDWLRQVRIVWXGHQWV¶DFKLHYHPHQW 
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5. )UHTXHQW PRQLWRULQJ RI VWXGHQW DFKLHYHPHQW WR HYDOXDWH WKH VFKRRO¶V
effectiveness.  
 
7KH PDLQ FULWLFLVP RI WKH 6(5 VWXGLHV SURGXFHG GXULQJ WKH ³HIIHFWLYH VFKRROV
UHVHDUFKHUD´LQ WKH86$IRFXVHGRQWKHIDFW WKDW WKHHTXLW\RULHQWDWLRQRI WKHVH
studies led to biased samples that included only low SES schools and did not 
consider schools from other contexts (Reynolds & Teddlie, 2000, p.10). 
 
In a paper that discusses the State of the Art of Educational Effectiveness 
Research (EER) presented at the International Congress for School Effectiveness 
and Improvement (ICSEI) in 2011, Reynolds et al. identified as just one extended 
stage of school effectiveness research the period that covered stages 1, 2 and 3 
proposed by Teddlie & Reynolds (2000). Between the relevant studies that were 
undertaken during the period mid 1960s till mid 1980s this review highlighted the 
studies by Coleman et al. (1966), Jencks et al. (1972), Edmonds (1979), Rutter et 
al. (1979), Smith & Tomlinson (1989), Mortimore et al. (1988), Weber (1971) and 
Reynolds (1976).  
 
According to Reynolds & Teddlie (2000), from the late 1980s to 2000, the year of 
WKHSXEOLFDWLRQRI³WKH,QWHUQDWLRQDO+DQGERRNRI6FKRRO(IIHFWLYHQHVV5HVHDUFK´
the main focus has been on the introduction of context variables and the use of 
sophisticated methodologies in the study of school effects, effective schools and 
school improvement.  
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This period of SER, which mainly focused on school context characteristics, 
introduced many methodological advances. The methodologies were more 
sophisticated at this stage. Some of these studies were conducted by researchers 
such as: Hallinger & Murphy (1986); Teddlie et al. (1985, 1990). These studies 
focused on the exploration of the contextual factors that were producing higher or 
lower effectiveness in middle class schools, suburban schools and secondary 
schools. These studies were accompanied by a shift from the equity ideal to the 
efficiency ideal (Reynolds & Teddlie, 2000, p.10). 
 
The introduction of school context studies justified methodological changes. This 
period witnessed the development of multi-level mathematical models in order to 
measure the size of the effects of the contextual factors associated with schooling.  
 
Reynolds et al. (2011) suggest that there have been 4 stages in SER since the mid-
1980s. Firstly, a stage characterised by the introduction of sophisticated statistical 
approaches, such as multi-level methodologies. In this period, the study of the 
scientific properties of school effects was in relation to aspects such as, their 
stability; their consistency considering different outcome domains; the differential 
HIIHFWV FRQVLGHULQJ GLIIHUHQW VWXGHQWV¶ EDFNJURXQG FKDUDFWHULVWLFV WKH VL]H RI
school effects and the long term school effects.  
 
Secondly, the following stage began in the early to mid-1990s and the focus of 
many studies from this time was to analyse the reasons for the different effects 
between schools. Some of the influential publications from these years are the 
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Louisiana School Effectiveness Studies by Teddlie & Stringfield (1993) and the 
work of Sammons et al. (1997) about subject department effects.  
 
Thirdly, the next phase began during the second half of the 1990s and extended 
for a decade, although it is still evident today. This stage is characterised by the 
internationalisation of school effectiveness research. Also in this phase, school 
effectiveness researchers started to move closer to both the ideas of their 
colleagues in the school improvement field and also to practitioners. This had an 
influence on the tradition of SE research that started to place more importance on 
cultural aspects of the school processes. There was recognition on the part of 
quantitative researchers that school research requires a more holistic approach. As 
it is the analysis of organisations that work with people. In consequence, many 
researchers started to introduce the use of qualitative methodologies in their 
research.  
 
Finally, the last stage of SER started in the late 2000s. This is characterised by the 
establishment of dynamic relationships between the different levels of the 
educational systems (context-level, school-level, classroom-level and student-
level). These interactions are not static and reciprocal. This new era has been 
mainly initiated by the work of Creemers & Kyriakides (2008) with their 
³G\QDPLFPRGHORIHGXFDWLRQDOHIIHFWLYHQHVV´ The new methodologies proposed 
LQWHJUDWHWKHXVHRIµVWUXFWXUDOHTXDWLRQPRGHOOLQJ¶6(0 
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3.4 School effectiveness in deprived contexts 
 
As was previously discussed in this chapter, many of the first school effectiveness 
studies in the United States and in the UK had a particular emphasis on 
disadvantaged communities (Coleman et al., 1966; Jencks et al., 1972; Edmonds, 
1979; Rutter et al., 1979). The early equity orientation of the field has been shared 
by many other more contemporary researchers who have studied effective, 
ineffective and improving schools in challenging contexts (Louis & Miles, 1990; 
Maden & Hillman, 1993; Maden, 2001; Henchey, 2001; Lupton, 2003; Harris et 
al., 2006). Almost all these studies have been conducted in the UK with the 
exception of the works by Louis & Miles (1990) and Henchey (2001) conducted 
in United States and Canada respectively.  
 
All the studies previously mentioned share some similarities with my study. For 
example, the work by Louis & Miles (1990) employed in-depth case studies in the 
analysis of five improving secondary urban schools. The work by Henchey (2001) 
reports the analysis of twelve Canadian urban and public schools in BC, Alberta 
and Quebec. The purpose of the study was to examine the inner workings of 
secondary schools in low-income settings which produce high achievement for 
their students. This particular objective is quite similar to the one presented in this 
thesis. In addition to this, the schools in the Henchey study were selected on the 
basis of their achievement in provincial school leaving examinations and their 
socio-economic status based on parental income and education. The sample of 
schools included both high and low-achieving schools in order to identify the 
factors that appeared to contribute or inhibit student success. All these criteria 
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were also used to select my sample. Furthermore, the research methodology used 
in the Henchey study is qualitative and case studies were used to explore each 
school and illustrate the performance-related practices within the schools. In my 
particular study I use a mixed methodology, but I have also conducted case 
studies to analyse the schools selected for my sample.  
 
The study by Harris et al. (2006) analysed eight schools (six secondary and two 
primary schools) from deprived areas in England that have improved their 
performances considerably within five years. All these institutions have been 
studied employing in depth case studies. The qualitative data was collected using 
semi-structured interviews which were conducted with headteachers, subject 
leaders, classroom teachers, support staff and groups of pupils in each school. 
This particular study has some similarities with my study, since I have also used 
case studies that include qualitative information from school stakeholders such as 
headteachers, teachers and pupils.   
 
A third study that shares some similarities with my study is that reported by 
Lupton (2006). She conducted a qualitative study of four secondary schools 
located in poor neighbourhoods. The research objective was to explore the links 
between the contexts in which the schools were operating and the quality of 
education that these institutions were able to provide. My study also includes only 
secondary schools in disadvantaged areas. In addition, it also explores the links 
between some of the specific contextual characteristics of the schools and the 
quality of education delivered in these schools.  
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It is particularly relevant for the present research work to discuss some studies of 
school effectiveness in deprived contexts conducted in Chile. This will be done in 
a later section of this chapter (see section 3.9).  
 
3.5 Methodology of school effectiveness studies 
 
School effectiveness methodological tradition has been defined by proponents as 
more quantitative than qualitative, as the following quotation by Sammons (1999) 
suggests: 
³$OWKRXJK VRPH VWXGLHV KDYH HPSOR\HG TXDOLWDWLYH DSSURDFKHV
commonly via case studies of particular institutions, the more 
dominant mode is typified by large scale quantitative studies 
involving the longitudinal follow-up of fairly large numbers of 
students and schools and by a search for generalisations rather than 
SDUWLFXODULWLHV´S 
 
Nevertheless, as this previous quotation also indicates, some researchers have 
used qualitative methodologies, especially by employing case studies in the 
research into schools. An example of an influential qualitative approach using 
case studies of successful schools in challenging contexts in England was 
³6XFFHVVDJDLQVWWKH2GGV- )LYH<HDUV2Q´0DGHQ 
 
From the mid-1980s, the school effectiveness field started to show an increasing 
sophistication in the type of methods used to assess school effects. There was 
recognition of the importance of contextual factors to understand the extent of the 
impact of schools on student outcomes. In the assumption that an effective school 
³DGGV H[WUD-YDOXH WR LWV VWXGHQWV RXWFRPHV´ 6DPPRQV  S UHVHDUFKHUV
started to focus on measures to evaluate the value added effect of schools. 
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Value added analyses 
 
The search for more reliable and fair ways to measure the accountability of school 
performance led educational researchers, local educational authorities and 
governments to consider the introduction of context factors in their measures of 
academic outcomes. Researchers began to use valued added techniques for the 
HYDOXDWLRQ RI VFKRRO VXFFHVV )RU H[DPSOH WKH LQIRUPDWLRQ DERXW VWXGHQWV¶
academic results and attendance rates started to be analysed considering variables 
such as sex, year and ethnic background. In the following lines, Stoll & 
Mortimore (1997, p.10) provide a definition of the value added technique: 
³9DOXH DGGHG LV D WHFKQLTXH GHVLJQHG WR PDNH IDLU FRPSDULVRQV
between schools. It yields estimates of average progress for each 
LQVWLWXWLRQ7RDVVHVVWKHµYDOXH¶DGGHGE\WKHVFKRROLWLVHVVHQWLDOWR
adjust for various background factors and for prior attainment by the 
LQGLYLGXDOFKLOG´ 
 
According to school effectiveness researchers the use of value added measures is 
necessary and completely justified. It is illogical to pretend a fair comparison of 
different schools without considering contextual factors as indicated by Stoll & 
Mortimore (1997, p.10):  
³7R DVVHVV HIIHFWLYHQHVV RI GLIIHUHQW VFKRROV ZLWKRXW WDNLQJ VXFK
information into account is like comparing apples with oranges. 
Unless schools are compDUHGRQ D µOLNHZLWK OLNH¶EDVLV MXGJHPHQWV
DUHQHLWKHUIDLUQRUYDOLG´ 
 
Methodological advances in the last 20 years 
 
Methodological advances in school effectiveness research during the 1990s, 
HVSHFLDOO\LQWKH8.LQFOXGHWKHFRQVLGHUDWLRQRIWKHµVWDELOLW\RIVFKRROHIIHFWV¶
RYHUWLPH6FKRROHIIHFWV¶PHDVXUHVDUHEHWWHUMXGJHGZKHQDQDO\VHGRYHUDSHULRG
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of time, rather than on only one occasion. There are many studies exploring 
school effects over a period of the time. In relation to this aspect Reynolds (2010) 
highlighted the studies of Goldstein et al. (1993) and Gray et al. (1995).  
 
Two other aspects that have been considered when school effects are measured 
DUH µFRQVLVWHQF\ RI VFKRRO HIIHFWV XSRQ GLIIHUHQW RXWFRPHV¶ DQG µVL]H RI VFKRRO
HIIHFWV¶ In relation to the former aspect, Reynolds (2010) mentioned the studies 
of Goldstein et al. (1993) and Sammons et al. (1993) and concerning the latter, he 
highlighted Daly (1991) and Gray et al. (1990). 
 
)LQDOO\ UHJDUGLQJ µVFKRRO HIIHFWV IRU GLIIHUHQW JURXSV RI SXSLOV¶ there is 
agreement about the fact that different children do better than others depending on 
contextual factors, such as social class, ethnic origin and previous level of 
attainment. Here Reynolds (2010) mentioned the studies by Jensson & Gray 
(1991); Goldstein et al. (1993) and Sammons et al. (1993). This difference in 
performance can also be appreciated when the results in different subjects are 
DQDO\VHGZKLFKLVNQRZQDVµVXEMHFWGHSDUWPHQWHIIHFWVXSRQSHUIRUPDQFH¶7KH
variation of the effects can be explained by the capability of the different school 
departments to promote better results between their particular students. A study 
that analysed the differences in effectiveness of different school departments in 
VHFRQGDU\HGXFDWLRQLVµ)RUJLQJ/LQNV¶6DPPRQVHWDO 
 
In the previously mentioned educational effectiveness review presented in ICSEI 
(2011), Reynolds and colleagues discussed the methodological advances in school 
effectiveness research that have taken place over time, from the 1990s until today. 
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7KHVH DGYDQFHV DUH FKDUDFWHULVHG E\ WKH XVH RI µPXOWL-OHYHO PRGHOOLQJ¶ µPHWD-
DQDO\VLV¶ µVWUXFWXUDO HTXDWLRQ PRGHOOLQJ¶ 6(0 µJURZWK FXUYH PRGHOOLQJ¶ DQG
µPL[HG PHWKRGV UHVHDUFK¶ 00 $OO WKH VWDWLVWLFDO SURFHGXUHV PHQWLRQHG
represent advances on previous methods or complement their potential. For 
H[DPSOHµPHWD-DQDO\VLV¶WHFKQLTXHUHSUHVHQWVDIXUWKHUGHYHORSPHQWRIWUDGLWLRQDO
multi-level analysis.  
 
The use of mixed methods research provides more flexibility to address different 
research questions and provide opportunities to complement findings of different 
research traditions to finally reach a holistic understanding of the phenomenon 
being addressed. Nowadays, the use of mixed method approaches is becoming 
increasingly popular in the school effectiveness field, as reported by Sammons 
(2010). In this particular work, the author explores the potential of mixed 
methodologies (MM) for educational effectiveness research and employs some 
recent studies to illustrate the use of this approach in the field of educational 
effectiveness. She also discusses the processes of analysis of mixed data, 
emphasising the processes of data integration and synergistic interpretation and 
understanding of findings. Finally she reflects upon issues related to the 
paradigmatic controversies that have arisen from the use of mixed methods.  Since 
the present study has used a mixed method approach, I provide detailed 
information about this methodological tradition in Chapter 4.  
 
Some examples of recent publications reporting the use of mixed methods in 
educational effectiveness are the studies by Sammons et al. (2005, 2007); Day et 
al. (2006, 2008); Kington et al. (2011); Ko (2010) and Jang et al. (2008). Some of 
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these studies DUHEDVHGRQ WKHVDPHUHVHDUFKSURMHFWDERXW WHDFKHUV¶ OLYHVZRUN
and effectiveness (VITAE). Specifically, Sammons et al. (2007) report the key 
findings and implications of the project and Day et al. (2006, 2008) deal with the 
use of a mixed method design, the integration of findings and the synergetic 
approaches to the understanding of findings. The study, of Kington et al. (2011) 
focuses on the analysis of effective classroom practices that contribute to effective 
teaching. This is an independent project which builds on and extends the 
previously mentioned project (VITAE). The study, Sammons et al. (2005) deals 
with the investigation of the effects of pre-school provision. The work by Ko 
UHSRUWVD3K'LQYHVWLJDWLRQRQWHDFKHUV¶Sractices and finally the study by 
Jang et al. (2008) discusses the use of an integrative mixed method approach in a 
study focusing on the improvement of urban schools facing challenging 
circumstances.  
 
3.6 Models of school effectiveness 
 
School effectiveness is an area that has sometimes been criticised for the lack of 
theoretical models that can help researchers to provide a framework to their work. 
The research in the area is frequently concerned with the definitions of factors 
associated with effectiveness through the study of the statistical relationships 
between different variables, or the study of school processes through case studies. 
It is not very common to find research in the area whose main aim is the 
generation and testing of theories that could explain the relationships between 
variables associated with effectiveness (Creemers, 2002). According to Creemers 
	 .\ULDNLGHV  ³WKHUH LV D VKRUWDJe of well-developed theoretical models 
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IURP ZKLFK UHVHDUFKHUV LQ WKH DUHD RI HIIHFWLYHQHVV FDQ EXLOG WKHRU\´
Nevertheless some progress in relation to this aspect has been made since the 
1990s.  
During the 1990s, prominent researchers proposed models of educational 
HIIHFWLYHQHVV $FFRUGLQJ WR &UHHPHUV 	 .\ULDNLGHV  S ³UHVHDUFKHUV LQ
the 1990s attempted to develop models of educational effectiveness by integrating 
the findings of school effectiveness research (SER), teacher effectiveness research 
(TER) and early input-RXWSXW VWXGLHV´ HJ &UHHPHUV  6FKHHUHQV 
Stringfield & Slavin, 1992). According to Scheerens & Bosker (1997, p.45), the 
main characteristics of the models developed in the 1990s are as follows: 
x Antecedent conditions are classified in terms of inputs, processes and 
context of schooling, in other words according to a basic systems model of 
an organisationally and contextually embedded production process.  
x The model has a multi-level structure, where schools are nested in 
contexts, classrooms are nested in schools and pupils are nested in 
classrooms or teachers.  
x In recent formulations complex causal structure, multi-level nature, 
dynamic aspects and non-recursiveness are present as further elaborations.  
 
Recently, in 2008, a new model of educational effectiveness was developed by 
Creemers & Kyriakides. These researchers have tested the validity of the previous 
model proposed by Creemers (1994) which was the point of departure for the 
development of this recent attempt to provide a more accurate theoretical model 
for the educational effectiveness field. In the following lines, I present four 
models of educational effectiveness in chronological order.  
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The Scheerens Model (1990) 
 
This model is based on the exploration of the research findings and literature 
SURGXFHG LQ WKH ILHOG $FFRUGLQJ WR 0RUWLPRUH  S ³LQ KLV PRGHO
Scheerens endeavours to link inputs to the school and outputs from it with 
processes drawn from both classroom and school levels within a specific context´
An example of an input SURSRVHG E\ 6FKHHUHQV LV µWHDFKHU H[SHULHQFH¶ DQG DQ
output LV µVWXGHQW DFKLHYHPHQW¶ $ process defined by Scheerens at the school 
OHYHOLVµRUGHUO\DWPRVSKHUH¶DQGRQHDWWKHFODVVURRPOHYHOLVµWLPHRQWDVN¶$Q
example of a context HOHPHQW RI WKLV PRGHO LV µDFKLHYHPHQW VWLPXODQWV¶ IURP
higher administrative levels.  This model suggests that macro level conditions, for 
H[DPSOH FRQWH[WXDO YDULDEOHV VXFK DV µDFKLHYHPHQW VWLPXODQWV from higher 
DGPLQLVWUDWLYH OHYHOV¶ LPSDFW ORZHU OHYHO VFKRRO YDULDEOHV $W WKH VDPH WLPH
school level variables also impact classroom level variables. Scheerens (1990, 
p.72) summarises the characteristics of his model depicted in figure 3.1, as 
follows: 
-an analytic systems model recognising context, input, process and output 
variables; 
-a multi-level framework discerning pupil, classroom, school and 
environmental characteristics;  
-perspectives to view the inter-relationships between variables defined at 
different levels, most notably contingency theory and organisational 
FRQGLWLRQVWKDWIDFLOLWDWHWKHVFKRROV¶SULPDU\SURFHVVHV 
-substantive findings from different types of educational effectiveness 
research.  
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Figure 3.6.1: The Scheerens Model (1990), (from Scheerens, 1990)  
 
The Slavin/Stringfield Model (1992) 
 
This model is known as the QAIT/MACRO model. QAIT is the acronym of 
quality, appropriateness, incentive and time. MACRO stands for meaningful 
goals, attention to academic focus, coordination, recruitment and training and 
organisation. This operates at four levels: student level, classroom level, school 
level and the above-school level, which includes community, school district and 
state. In this model the four levels have a one-way interaction, but the elements of 
each individual level inform and influence each other in a two-way process. In 
addition to this, the above-school level receives feedback from lower levels and 
this interaction encourages improvement actions targeted at the lower levels, 
specifically where teaching takes place (Stringfield & Slavin, 1992). Scheerens & 
Bosker (1997, p.50), emphasised an additional characteristic of this model, 
³DQRWKHULQWHUHVWLQJIHDWXUHLVWKHLGHDWKDWWKHUHDUHVHYHUDOVRXUFHVRUEHDUHUVRI
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effective WXLWLRQ WHDFKHUV SDUHQWV DQG SURJUDPPHV´ 7KH PRGHO LV GHSLFWHG LQ
figure 3.2.  
 
 
 
Figure 3.6.2: The Slavin/Stringfield Model (1992), (from Stringfield & Slavin, 
1992) 
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The Comprehensive Model of Educational Effectiveness by Creemers (1994) 
 
This model recognises four levels of interaction in the school system, the context 
level, the school level, the classroom level and the student level. In this model the 
higher contextual levels support the lower levels. The context level includes 
elements such as, national policies and financing system. The school level 
includes factors related to the general planning and organisation of the school that 
facilitate the learning in the classroom. The student level encompasses factors that 
characterise students, including socio-economic status (SES) and motivation. 
Finally, the classroom level includes factors such as method, grouping patterns 
and teacher behaviour. Creemers concluded that the classroom level is the most 
important because teaching and learning takes place in the classroom and 
µWHDFKHUV¶KDYH WKHPRVW LPSRUWDQW UROH LQ LQVWUXFWLRQ ,QKLVDWWHPSW WR FUHDWH D
comprehensive model of educational effectiveness, Creemers produced a 
preliminary or basic model, which is depicted in figure 3.3.  
 
 
 
 
 
 
 
 
 
Figure 3.6.3: The Creemers Preliminary Model (1994), (from Creemers, 
1994) 
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Creemers produced a more complex elaboration of his preliminary model in 
which he included the description of the components and characteristics of the 
FRQFHSWVµTXDOLW\¶µWLPH¶DQGµRSSRUWXQLW\¶+HDOVRVSHFLILHGWKHFRPSRQHQWVRI
the elements associated with the effectiveness of the classroom processes. In his 
elaboration of this comprehensive model of educational effectiveness, Creemers 
paid special attention to classroom factors, because ultimately the classroom is the 
place where the teaching and learning processes take place. This model is 
depicted in figure 3.4.  
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Figure 3.6.4: The Creemers Model (1994), (from Creemers, 1994) 
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The Dynamic Model of Educational Effectiveness by Creemers & Kyriakides 
(2008)  
 
This model, as the previous ones, considers four levels of schooling, the student, 
the classroom, the school and the context. This model is based on the assumption 
WKDW³WKHUHODWLRQVKLSEHWZHHQIDFWRUVDWGLIIHUHQW OHYHOVPLJKWEHPRUHFRPSOH[
than is assumed in the integrated models of educationaOHIIHFWLYHQHVV´&UHHPHUV
& Kyriakides, 2008, p.6). In this approach, the relationships between the different 
levels of schooling are dynamic and interact with each other in a reciprocal way. 
In addition to this, Creemers & Kyriakides (2008, p.149) indicated that this 
model: 
 
x takes into account the new goals of education and their implications for 
teaching;  
x searches for interactions among factors operating at the same level; 
x investigates the extent to which non-linear relations among some factors 
and student achievement may exist; 
x uses different measurement dimensions to define the functioning of each 
effectiveness factor; 
x describes the complex nature of educational effectiveness.  
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Figure 3.6.5: The Creemers & Kyriakides Dynamic Model (2008), (from 
Creemers & Kyriakides, 2008) 
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All the models previously presented have some common characteristics. For 
example, all of them emphasise the multi-level nature of schooling and all of them 
have taken some elements of the learning model developed by Carrol (1963). The 
nature of interaction and communication between the different factors and levels 
represent the main differences between them.  
 
In this research, I do not test any of these models as my focus is the understanding 
of school processes enhancing the educational effectiveness of a small group of 
schools. I have not focused on the production of large sets of quantitative data 
from a representative number of schools that allow me to test the validity of a 
multi-level model. Moreover, my research does not explore the number of factors 
at the different levels included in these models. For example, my research 
concentrates more on the school level processes, rather than on the classroom or 
context levels. However, in my analysis, I also include the analysis of what I have 
FDOOHGµFRQWH[WXDOHOHPHQWV¶ZKLFK LQFOXGHIDFWRUV IURPWKHFRQWH[WDQGVWXGHQW
OHYHO HJ VWXGHQWV¶ VRFLDO EDFNJURXQG FRPPXQLW\ YXOQHUDELOLW\ VWXGHQW
expectations and motivation, educational policies, support systems and funding 
system from higher administrative educational levels, etc.). To summarise: my 
research focus is the exploration and understanding of factors contributing to the 
effectiveness of a reduced number of school within a specific context, rather than 
the establishment of hierarchical statistical relationships between a high number 
of factors at different school levels. In this study, I do not aim to make 
generalisations through validity claims coming from theoretical model testing 
attempts. Nevertheless, it is important to acknowledge the importance of the 
exploration of and reflection on some of the elements highlighted in these models. 
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Furthermore, I also needed to include the exploration and reflection on the main 
traditional school effectiveness factors that have been found by researchers during 
the years of the history of school effectiveness research. In fact, the factors that I 
have identified in this research have been found in previous studies, which in 
certain ways validate what has been said about effective schools. In the following 
section, I explore these factors or main features of effective schools.  
 
3.7 Key features of effective schools  
 
SER has produced a lot of studies that have attempted to define the key features 
that make a school effective. During the history of SER, especially the first three 
decades (1970s-1990s), many researchers have proposed some lists of factors that 
they consider to be significantly associated with the effectiveness demonstrated by 
schools. Some of the lists of factors have received a lot of criticism and 
consequently, new ones have emerged in response to previous ones. 
 
According to the literature on school effectiveness, the early studies in the field 
produced a model of five factors that characterise effective educational 
institutions. Based on the findings of his own studies and those of other studies, 
Edmonds developed a list of five factors (see table 3.1). 
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Table 3.7.(GPRQGV¶ILYHVFKRROHIIHFWLYHQHVVIDFWRUVOLVW 
 
Edmonds (1979) 
x Strong educational leadership. 
x High expectations of student achievement.  
x Emphasis on acquiring basic skills. 
x Safe and orderly climate. 
x Frequent evaluation of pupil progress. 
 
 
Edmond focused his research on disadvantaged schools in urban areas and 
particularly addressed educational practitioners. He was interested in using the 
findings of school effectiveness research in school improvement projects, 
especially targeting disadvantaged school populations.  
 
In the process of developing process indicators of school functioning, Scheerens 
(1990) proposed the integrated model of school effectiveness that was previously 
presented. In this model Scheerens proposed a list of process indicators that was 
produced as a result of the exploration and analysis of the research literature on 
school and teaching effectiveness, mainly produced during the 1980s. In tables 3.2 
and 3.3, I present the characteristics or factors considered by Scheerens.  
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Table 3.7.2: Lists of effectiveness factors considered by Scheerens, (from 
Scheerens, 1990) (Part A) 
 
Scheerens (1989) Benveniste (1987) Selden (1990) 
 
-Achievement stimulants. 
-Achievement oriented policy. 
-Educational leadership. 
-Teachers cooperative 
planning. 
-Quality of curriculum. 
-Evaluative potential. 
-Orderly climate. 
-Time on task. 
-Structured teaching. 
-Opportunity to learn. 
-High expectations. 
-Monitoring progress. 
-Reinforcement. 
 
 
-Teacher time (teaching/non-
teaching). 
-Student learning time: 
a) Course enrolment. 
b) Turnover rates. 
c) Pupil/teacher ratios. 
d) School day activities. 
e) Length of school year. 
f) Out of school learning time  
-Order and consistency: 
a) Truancy, absenteeism, 
vandalism, disruption. 
b) Student turnover. 
c) Student co-operative 
behaviour. 
 
-Time allocated to instruction. 
-Content of instruction. 
-Indices of effective schooling. 
-Quality of teacher 
preparation. 
-Characteristics of teacher 
workforce. 
-Quality of teaching. 
-Participation. 
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Table 3.7.3: Lists of effectiveness factors considered by Scheerens, (from 
Scheerens, 1990) (Part B) 
 
Windham (1988) Unesco (1976) 
 
-Instructional organisation. 
-Alternative technologies. 
-Use of teacher and student time. 
 
-Allocation of resources. 
-Retention and progression rates. 
-Teacher/hours per pupil per year. 
-Cost and management. 
Taeuber (1987) Oakes (1987) 
 
-Instructional leadership. 
-Curriculum. 
-Types of instruction (whole class, small group, 
etc.) 
-Time on task. 
-School climate. 
-Influence of peer group. 
 
-Access to knowledge (e.g. instructional time). 
-Press for achievement (e.g. graduation 
requirements). 
-Professional conditions for teaching (e.g. time 
spent on collaborative planning). 
 
Scheerens (1990) compared his list of indicators (Scheerens 1989), which are 
presented in his integrative model of educational effectiveness, with the rest of the  
proposals presented in the previous tables. In his analysis, the lists of indicators 
that were proposed by Taeuber, Oakes, Benveniste and Selden have many 
elements in common with his own proposal. The set of factors proposed by 
Unesco and Windham are more general (Scheerens, 1990).  
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Other attempts to summarise the findings of school effectiveness research by 
proposing lists of factors associated with effective schooling are the ones by 
Levine & Lezotte (1990), Sammons et al. (1995) and Cotton (1995).  
 
Table 3.7.4: Lists of effectiveness factors considered by Scheerens & Bosker 
(from Scheerens & Bosker, 1997) (Italics in Cotton column refers to subcategories) 
 
Levine & Lezotte (1990) Sammons et al. (1995) Cotton (1995) 
-Productive climate and 
culture. 
-Focus on central learning 
skills. 
-Appropriate monitoring. 
-Practice-oriented staff 
development. 
-Outstanding leadership. 
-Salient parent involvement. 
-Effective instructional 
arrangements. 
-High expectations. 
 
 
-Shared vision and goals. 
-A learning environment. 
-Positive reinforcement. 
-Concentration on teaching 
and learning. 
-Monitoring progress. 
-A learning organisation. 
-Professional leadership. 
-Home-school partnership. 
-Purposeful teaching. 
-High expectations.  
-Pupil rights and 
responsibilities. 
 
-Planning and learning goals. 
-Curriculum planning and 
development.  
-School-wide emphasis on 
learning. 
-Assessment (district, school, 
classroom level). 
-Professional development. 
-Collegial learning. 
-School management and 
organisation. 
-Leadership and school 
improvement. 
-Leadership and planning. 
-Parent-community 
involvement. 
-Classroom management and 
organisation. 
-Instruction. 
-Teacher-student interactions. 
-District-school interactions. 
-Equity. 
-Special programmes.  
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Levine & Lezotte (1990) developed their proposal considering the study of 
unusually effective schools and ineffective schools. They compared groups of 
very successful schools with very ineffective ones and found that a particular 
factor can be unimportant in itself for the effectiveness of a school, but it could be 
significant in combination with other factors. Sammons et al. (1995) produced 
their eleven factor list taking into consideration previous research on effectiveness 
factors, such as the studies conducted by Mortimore et al. (1988), Levine & 
Lezotte (1990) and Scheerens (1992). The list proposed by Cotton (1995) covers 
three levels of the school system: district, school and classroom. The other two 
lists concentrate on the other two levels: classroom and school. Considering this, 
one can indicate that the list proposed by Cotton is more comprehensive.  
 
Finally, a more recent categorisation of nine factors associated with effective 
schooling was proposed by Reynolds & Teddlie (2000). They have replaced the 
uVXDOµIDFWRUV¶E\µSURFHVVHV¶DQGWKH\KDYHGHVFULEHGLQGHWDLOWKHFRPSRQHQWVRI
HDFK µSURFHVV¶ ,W LV LPSRUWDQW WRPHQWLRQ WKDW WKHVH UHVHDUFKHUVKDYHGHYHORSHG
this list, considering a review of the factors previously proposed by Levine & 
Lezotte (1990) and Sammons et al. (1995).  
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Table 3.7.5: List of effectiveness factors proposed by Reynolds & Teddlie 
(from Reynolds & Teddlie, 2000) 
 
Process Components of the process 
-The processes of effective leadership. a. Being firm and purposeful. 
b. Involving others in the process. 
c. Exhibiting instructional leadership. 
d. Frequent, personal monitoring.  
e. Selecting and replacing staff. 
-The process of effective teaching. a. Maximising class time. 
b. Successful grouping and organisation. 
c. Exhibiting best teaching practices. 
d. Adapting practice to particulars of classroom. 
-Developing and maintaining a 
pervasive focus on learning. 
a. Focusing on academics. 
b. Maximising school learning time. 
-Producing a positive school culture. a. Creating a shared vision. 
b. Creating an orderly environment. 
c. Emphasising positive reinforcement. 
-Creating high (and appropriate) 
expectations for all. 
a. For students. 
b. For staff. 
-Emphasizing student responsibilities 
and rights. 
a. Responsibilities. 
b. Rights.  
-Monitoring progress at all levels. a. At the school level. 
b. At the classroom level. 
c. At the student level. 
-Developing staff skills at the school 
site. 
a. Site based. 
b. Integrated with on-going professional 
development.  
-Involving parents in productive and 
appropriate ways.  
a. Buffering negative influences.  
b. Encouraging productive interactions with 
parents.  
 
72 
 
3.8 Linking school effectiveness and school improvement  
 
During the last decades, the research on school effectiveness and school 
improvement has been of special interest for politicians, policy makers and 
practitioners. According to Stoll & Mortimore (1997), the stimulus of this special 
interest has been the desire to raise standards for reasons of accountability. In 
addition to this, many school leaders, practitioners and educational researchers 
have created their own agendas of improvement, driven by the necessity of 
restructuring and reforming schools in order to make them better places that 
provide quality education for pupils.  
 
One common definition of school improvement is presented in the OECD 
International School Improvement Project (ISIP):  
³$V\VWHPDWLFVXVWDLQHGHIIRUWDLPHGDWFKDQJHLQOHDUQLQJFRQGLWLRQV
and other related internal conditions in one or more schools with the 
XOWLPDWH DLP WR DFFRPSOLVK HGXFDWLRQDO JRDOVPRUH HIIHFWLYHO\´ YDQ
Velzen et al., 1985, p.48).  
 
Another definition that highlights the process of change is the following: 
³$ GLVWLQFW DSSURDFK WR HGXFDWLRQDO FKDQJH WKDW HQKDQFHV VWXGHQW
RXWFRPHVDVZHOODVVWUHQJWKHQLQJWKHVFKRRO¶VFDSDFLW\IRUPDQDJLQJ
FKDQJH´ (Hopkins et al., 1994, p.26). 
 
Both definitions emphasised the process of change and reconstruction, which also 
implies careful planning. However, change does not always lead to improvement, 
thus it is important that the steps for change are carefully planned and 
implemented.   
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According to Stoll & Mortimore (1997), during the 1960s, school improvement 
programmes were introduced into schools, especially in a top-down manner. This 
means that they were imposed from the outside and were focused on the 
organisation and curriculum of the school as essential elements to improve the 
VWXGHQWV¶ RXWFRPHV ,Q WKH V WKH RULHQWDWLRQ RI WKH VFKRRO LPSURYHPHQW
programmes changed to a bottom-up model, which essentially means that the 
knowledge of the practitioners was being used, in order to improve the processes 
within the schools.  Nevertheless, by the end of 1980s, there was a return to the 
top-down orientation because the bottom-up strategies were not giving the 
expected results. However, the importance of the practitioner knowledge for the 
implementation of school improvement programmes was also acknowledged and 
the improvement strategies continued with a combination of the knowledge of the 
UHVHDUFKHUV DQG SUDFWLWLRQHUV $FFRUGLQJ WR +DUULV  S ³ZLWKLQ VFKRRO
improvement research the school is regarded as the centre of change and teachers 
DUH DQ LQKHUHQW SDUW RI WKH FKDQJH SURFHVV´  7KLV LGHD HPSKDVLVHV WKH UROH RI
educational actors in school change. Hopkins et al. (1996) stressed the role of the 
school in the process of improvement and change, in his view the self-renewing 
effort has to be owned by the school rather than imposed from outside. Harris 
(2001, p.13) indicates that school improvement research has developed a set of 
EHOLHIVZKLFKLQFOXGHVRPHRIWKHIROORZLQJLGHDV³WKDWVFKRROVKDYHWKHFDSDFLW\
to improve themselves, that school improvement involves cultural change and that 
this is best achieved by working on the internal conditions within each individual 
VFKRRO´ 
 
74 
 
,Q KLV ZRUN ³7KH GRRUV WR VFKRRO LPSURYHPHQW´, Joyce (1991) described five 
µGRRUV¶ WRVFKRRO LPSURYHPHQW6WROO	0RUWLPRUHDGDSWHG-R\FH¶V LGHDV
WR WKH (QJOLVK FRQWH[W E\ GHVFULELQJ WKH LPSURYHPHQW µGRRUV¶ WKDW KDYH EHHQ
opened in Britain. The following are the ones that have been opened from inside: 
collegiality, research, self-evaluation, curriculum, teaching and learning, 
partnerships and school development planning. The ones opened from outside are: 
LQVSHFWLRQSURYLVLRQRIµYDOXHDGGHG¶GDWDH[WHUQDOSURMHFWVTXDOLW\DSSURDFKHV
national curriculum and associated assessment. It is important to indicate that the 
opening of these doors has to take into account the inner culture and organisation 
of the particular school.  
 
The educational researchers Miles (1986) and Fullan (1991) indicated that the 
process of change of an educational institution involves three main phases: 
Initiation, process of decision making about the necessary change; 
Implementation, period of time in which the first innovations are put into 
practice; Institutionalisation, time of consolidation of the innovations or changes. 
Finally, the Outcome is the product of the previous phases and refers to the results 
of the changes and their impact on the school and educational stakeholders.  
 
In a recent review of the State of Art of the SI field, Hopkins et al. (2011) have 
described five phases of school improvement: 
 
Phase one: the focus is on understanding the organisational culture of the school 
and the problem of change.  
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Phase two: The focus is the implementation of action research and the 
consideration of individual initiatives, as well as the school self-review.  
Phase three: The focus is on comprehensive approaches to school reform and the 
recognition of the importance of school leadership for school change.  
Phase four: The focus is on building capacity for learning at the local level 
establishing learning communities and networks.  
Phase five: The focus is on systemic improvement considering the influence of 
the knowledge base and the impact of international benchmarking studies.  
 
In the British context, the partnership of school effectiveness and school 
improvement has been stressed and these two fields have joined forces for the 
creation of action research projects, networks and centres in the British context. 
Some of these initiatives are: The Improving School Effectiveness Project funded 
by the Scottish Office Education Department (MacBeath & Mortimore, 1994, 
2001); the School Improvement Network at the Institute of Education; the Centre 
for School Improvement which has been established in Bath University and the 
International School Effectiveness and Improvement Centre (ISEIC), based at the 
Institute of Education in London. 
 
As suggested in the previous paragraph, the study of effective school processes 
has led to the logical next stage of action which is putting into practice the 
knowledge that has been gained by using it to design improvement plans. 
1HYHUWKHOHVVHYHQLI WKHVHWZRWUDGLWLRQVKDYHPDQ\WKLQJVLQFRPPRQ³VFKRRO
improvement (SI) research and practice has taken a related but different 
HYROXWLRQDU\ SDWKZD\ WR VFKRRO HIIHFWLYHQHVV 6( UHVHDUFK´ &KDSPDQ 
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p.28). Probably the main difference lies in the fact that school effectiveness 
research has focused on the mainly quantitative measurement of factors associated 
with educational performance, school effects, differential effects of school 
departments and teacher effects. In contrast, school improvement research has 
focused on the study of school processes and it has considered schools as social 
organisations in the study of processes related to school improvement (Chapman, 
2012).   
 
It is interesting to note that in this particular school effectiveness study, the 
approach that I have taken to the analysis of the six included in my sample has 
been based on the consideration of the school as a social organisation. I have 
focused my research on the analysis of the school processes that contribute to 
school effectiveness. Considering this fact, I can argue that my research is not a 
typical school effectiveness study. In fact it has taken many elements that 
characterise school improvement studies.  
 
3.9 School effectiveness research around the world 
 
SER in the developed world 
 
Following a chronological order, it is important to mention that school 
effectiveness research produced in the USA was very important for the early 
development of the field. The seminal studies by Coleman et al. (1966) and 
Jencks et al. (1972), already mentioned in this chapter, attracted the interest of the 
educational research community who started researching into this area as a 
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reaction to these studies that minimise the importance of schooling for student 
achievement. Another highly influential study for the development of the field 
was that conducted by Edmonds (1979), which has also been previously referred 
to in this chapter.  
 
During the mid-1980s, SER decreased in USA in comparison with other 
countries, such as the UK and Netherlands, where the research undertaken into 
schools increased significantly during the 1980s and 1990s. There are many 
reasons for this, for example:  
 
1. 0DQ\UHVHDUFKHUVPRYHGIURPWKHDUHDRIVFKRRO¶VHIIHFWVWRPRUHVSHFLILF
areas related to school improvement, such as: school restructuring and 
school indicator systems. 
 
2. The serious criticism that school effectiveness research received before the 
mid-1980s discouraged many researchers from continuing in the area.  
 
3. Some studies that failed to find relationships between financial input and 
student achievement discouraged some researchers (e.g. Geske & Teddlie; 
1990; Hanushek, 1981; 1986).  
 
In the UK, before the emergence of school effectiveness research, the tradition of 
educational research was more focused on the study of individual psychological 
factors and family determinants to explain educational outcomes. For that reason, 
when the first school effectiveness studies were conducted in Britain in the 1970s, 
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they were greeted with a lot RIFULWLFLVPDQGVFHSWLFLVPHJ µFifteen Thousand 
+RXUV¶was criticised by Goldstein, 1980). Other problems that SER faced in its 
early stages were gaining access to schools in order to undertake educational 
research, and the absence of reliable measures of the school climate.  
 
Early work on school effectiveness in Britain includes the studies undertaken by 
Reynolds & associates (1976a, 1976b, 1982), on the characteristics of the learning 
environments of different secondary schools, and by Rutter et al. (1979) on 
differences between the school measures of academic achievement, delinquency, 
attendance and behavioural problems. 
 
According to Reynolds & Teddlie (2000), during the 1980s SER production in the 
UK included the following areas: 
 
1. Value added comparisons of different educational authorities on their 
specific academic achievements (Department of Education and Science, 
1983, 1984; Gray & Jesson, 1987; Gray et al., 1984; Woodhouse & 
Goldstein, 1988; Willms, 1987).  
 
2. Comparisons of selective school systems with comprehensive school 
systems (Gray et al., 1983; Reynolds et al., 1987; Steedman, 1980, 1983). 
 
3. Study of the scientific properties of school effects, such as size (Gray, 
1981, 1982; Gray et al., 1986).  Differential effectiveness of school 
academic units and departments (Fitz-Gibbon, 1985; Fitz-Gibbon et al., 
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1989; Willms & Cuttance, 1985). Contextual effects (Willms, 1985, 1986, 
1987). Differential effectiveness of schools and the influence of this on 
students with different characteristics (Aitkin & Longford, 1986; Nuttal et 
al., 1989).  
 
4. Small scale studies that usually focused on one outcome and attempted to 
relate it to various inner school processes. Some examples are the studies 
on disruptive behaviour (Galloway, 1983) and disciplinary problems 
(Maxwell, 1987; McLean, 1987; MacManus, 1987).  
 
In the late 1980s, two important studies of SER were published in the UK. 
One of them focused on primary education (Mortimore et al., 1988) and the 
other one on secondary education (Smith & Tomlinson, 1989). In the first 
study academic and attitudinal outcomes were measured and classroom 
processes were addressed for the first time in Britain. The second study was 
particularly interesting because it showed large differences in academic 
effectiveness between different schools.   
 
According to Reynolds & Teddlie (2000), in the 1990s, the SER production in 
the UK mainly focused on: 
 
1. Stability of the school effects (see Goldstein et al, 1993; Gray et al., 1995; 
Thomas et al., 1997) 
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2. Consistency of school effects (see Goldstein et al. 1993; Sammons et 
al.,1993; Thomas et al.,1994) 
 
3. Differential effects of schools for different students (see Goldstein et al., 
1993; Jesson & Gray, 1991; Sammons et al., 1993). 
 
4. The relative continuity of the school effects (see Goldstein, 1995a; 
Sammons et al., 1995a).  
 
5. The size of school effects (see Daly, 1991; Gray et al., 1990; Thomas et 
al., 1997).  
 
6. Departmental differences in educational effectiveness (Fitz-Gibbon, 1991, 
1992).  
 
7. Work at the effectiveness/special education needs interface (Brown et al., 
1996). 
 
8. :RUN RQ WKH SRWHQWLDO FRQWH[W µVSHFLILFLW\¶ RI µHIIHFWLYH VFKRROV¶
characteristics internationally, as the International School Effectiveness 
Research Project (ISERP).  
 
9. The study of ineffective schools (Barber, 1995; Reynolds, 1996; Stoll & 
Myers, 1997). 
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10. 7KHDVVHVVPHQWRIWKH³YDOXHDGGHG´HIIHFWRIVRPHVFKRROVXVLQJDOUHDG\
available data that the specific institution can provide (Fitz-Gibbon & 
Tymms, 1996). 
 
11.  The characteristics of improving schools (Gray et al., 1999). 
 
12. The study of effective departments (Harris et al., 1995; Sammons et al., 
1997). 
 
13. The application of school effectiveness techniques to sectors of education 
where there is no information about intake and outcome measures, making 
research difficult (Tymms et al. 1997). 
 
From the mid-1990s until the present, the research on school effectiveness has 
experienced some change. For example, it has gradually merged with the school 
improvement field, which has resulted in interesting publications that have 
brought together the strengths of both traditions of research (Reynolds et al., 
1993; Stoll, 1996; White & Barber, 1997; Harris & Bennet, 2001; MacBeath & 
Mortimore, 2001). In addition to this, there has been a more significant focus on 
different and more specific aspects of effective schooling, such as leadership; 
teaching and learning; external involvement and capacity building.  
 
Concerning methodological advances in the field during recent years in the UK, 
there has been work in collaboration with international researchers, especially 
from the Netherlands. The methodological area that has been significantly 
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H[SORUHG LQ UHFHQW \HDUV E\ %ULWLVK UHVHDUFKHUV LV WKH µPL[HG PHWKRGV¶ DV KDV
already been discussed in this chapter (see section 3.6). Finally, it is important to 
mention than some reviews of SER in British literature can be found in: Teddlie & 
Reynolds (2000), Townsend (2007) and Chapman et al. (2012).  
 
Research on school effectiveness and school improvement has also been 
important in other countries such as the Netherlands and Australia. The 
contributions to the field, especially from Dutch researchers, who have been 
working in the area from the 1980s until the present day, are highly significant. 
Some important Dutch studies have addressed issues such as: consistency of 
effectiveness across organisational sub-units and across time (stability); 
development and testing of instruments for the measurement of opportunity to 
learn; study of the effects of school characteristics on the secondary school careers 
of low and high SES pupils; study of specific factors associated with 
effectiveness, including the classroom level; study of the relationship between 
curriculum planning and student examination results; development of instruments 
for measuring the instructional climate in educational leadership; relationships 
between variables and factors of effectiveness at the school, classroom and 
contextual level in relation to student outcomes; study of the school level and 
classroom level determinants of achievement in mathematics in secondary 
education; etc. The Dutch research has been mainly quantitative and it has been 
characterised by its increasing sophistication. It has also focused on providing a 
substantial theoretical framework to the field. Some important researchers who 
have significantly contributed to the development of the field are Bert Creemers, 
Jaap Scheerens and Roel Bosker.  In fact, Scheerens has developed one model of 
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educational effectiveness (Scheerens, 1990) and Creemers two of them 
(Creemers, 1994; Creemers & Kyriakides, 2008).  
 
In Australia, SER has mainly focused on the establishment of close links between 
school effectiveness and school improvement; the production of a conceptual 
basis for school effectiveness and school quality and the connections between 
school effectiveness and improvement and educational policies. A prominent 
Australian researcher in the field is Tony Townsend, who is the editor of the 
International Handbook of School Effectiveness and Improvement (2007).  
 
SER in Latin America 
 
There have been a number of school effectiveness studies produced in Latin 
America during the last decades, but only in recent years has there been an 
improvement in the quality of the research work in this field. This could be a 
consequence of the influence of a research community that has encouraged the 
interest and collaboration of educational researchers in the area of school 
HIIHFWLYHQHVV 7KLV VFLHQWLILF FRPPXQLW\ NQRZQ DV ³7KH ,EHURDPHULFDQ 6FKRRO
(IIHFWLYHQHVVDQG,PSURYHPHQW5HVHDUFK1HWZRUN´5,1ACE), is a collaborative 
network linking Latin America, Spain and Portugal. In developed countries, 
where the tradition of SER has a long history and vast research production, the 
research being produced in Latin America is almost unknown. According to 
Murillo (2007 p.75), this is probably a consequence of the fact that Latin 
$PHULFDQVWXGLHVDUHPDLQO\UHSRUWHGLQ6SDQLVKDQG³LWPD\GHULYHDOVR IURPD
EHOLHI LQ WKH XQLYHUVDO YDOLGLW\ RI VFKRRO HIIHFWLYHQHVV UHVXOWV´ +H DGGHG ³WKH
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education system of the developed countries shared common characteristics that 
DUHQRWQHFHVVDULO\SUHVHQWLQRWKHUUHJLRQV´/DWLQ$PHULFDQVRFLDOUHDOLW\LVYHU\
different from that of the developed world, and for that reason, the results of 
research being done in developed countries will probably have limited validity in 
the context of Latin America. In their exploration of the School Management and 
Effectiveness in Developing Countries, Haber & Davies (1998, p. 10) highlighted 
the fact that even when ³PRVWRIWKHOLWHUDWXUHon school management and school 
effectiveness has been located in developing and industrialized countries and 
described educational conditions and realities as they exist in those countries it 
would be very mistaken to assume automatically that these conditions prevail in 
GHYHORSLQJFRXQWULHV´ 
 
Murillo (2007, p.76) points out that school effectiveness research in Latin 
$PHULFDLVFKDUDFWHULVHGE\IRXUPDLQIHDWXUHV³DQXQGHQLDEO\DSSOLHGFharacter, 
a considerable emphasis on equity, a big influence from diverse and even 
contradictory theoretical positions, and a manifest dependence on the state of 
GHYHORSPHQWRIHGXFDWLRQDQGUHVHDUFKLQHDFKFRXQWU\´ 
 
)LUVWO\ WKH³DSSOLHGFKDUDFWHU´RI the research being produced in Latin America 
can be better understood considering the social contexts of Latin American 
countries. Researchers are mostly interested in educational quality and equity and 
the objectives of their studies are focused on finding pragmatic solutions that can 
KHOS WR LPSURYH WKH ³LOOV´ RI WKHLU HGXFDWLRQDO V\VWHPV ,Q WKLV ZD\ UHVHDUFK LV
more pragmatic and its main objective is to reduce inequality and improve quality 
and only secondly to produce theory and knowledge in the school effectiveness 
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ILHOG0XULOORSLQGLFDWHVWKDWLQ/DWLQ$PHULFD³UHVHDUFKHUVHQGHDYRXU
mainly to impact those groups directly involved in change processes such as 
teachers, administrators and policy makers rather than communicate to a wider 
acDGHPLFDXGLHQFH´ 
 
6HFRQGO\ /DWLQ $PHULFDQ VWXGLHV DUH DOVR FKDUDFWHULVHG E\ DQ ³HPSKDVLV RQ
HTXLW\´ ZKLFK FRXOG EH FRQVLGHUHG D UHVSRQVH WR WKH VHULRXV VRFLDO LQHTXDOLWLHV
that affect the Latin American context. For example, a study by Raczynski & 
Muñoz (2005) analyses two Chilean studies of effective schools in disadvantaged 
contexts that were conducted between 2002 and 2004. 
 
7KLUGO\/DWLQ$PHULFDQVWXGLHVDUHFKDUDFWHULVHGE\KDYLQJ³PXOWLSOHWKHRUHWLFDO
LQIOXHQFHV´ $FFRUGLQJ WR 0XULOOR  S ³QRW RQO\ DUH WKHUH PXOWLSOH
theoretical influences underlying Latin American studies on school effectiveness, 
EXWWKHVHLQIOXHQFHVRIWHQDUHDOVRFRQWUDGLFWRU\´,WLVFRPPRQIRUUHVHDUFKHUVWR
combine different theoretical perspectives in the same study to focus their 
research. For example, it is possible to find studies which combine production 
function and effectiveness approaches. These two traditions of school 
effectiveness research are very different. The first is led by economists whose 
objective is the improvement of the efficacy and efficiency of schools for policy 
making purposes. The second is associated with the research undertaken by 
educational researchers who are focused on the production of new knowledge 
about schools that will contribute to the development of school improvement 
initiatives.  
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School effectiveness research in Latin America is closely related to the 
development of education and educational research of a country. In relation to this 
SRLQW 0XULOOR  S VWDWHV WKDW ³there is a clear relationship among the 
number and quality of school effectiveness studies carried out in each country, the 
H[WHQW RI WKH FRXQWU\¶V HGXFDWLRQDO GHYHORSPHQW DQG WKH FRXQWU\¶V OHYHOV RI
HGXFDWLRQDO UHVHDUFK´ 7KH HYLGHQFH GHPRQVWUDWHV WKDW Whe countries that have a 
higher index of human development produce more educational research and 
consequently more school effectiveness research. Chile, México, Colombia, 
Argentina and Brazil are the countries where it is possible to find more research in 
this field.  
 
Research production and findings in the Latin American context 
 
In Latin America the production of studies on school effectiveness started in the 
1970s and since then the number of studies, and their quality, has increased 
gradually. According to Murillo (2007, pp.79-84) the research production in Latin 
America has concentrated in six main areas: 
 
1. Studies specifically designed to identify school and classroom factors 
associated with school achievement. In this category there are studies 
undertaken in Venezuela (CICE16, Herrera & López, 1996), México (Ruíz, 
1999 and Lastra, 2001), Chile (Concha, 1996 and Bellei et al., 2004), 
Brazil (Soares, 2002) and Uruguay (Ravela et al., 1999). 
 
                                                          
16
 (&,&(VWDQGVIRUµ&HQWURGH,QYHVWLJDFLRQHV&XOWXUDOHV\(GXFDWLYDV¶&XOWXUDODQG(GXFDWLRQDO
Research Centre Team). 
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2. Work on school effectiveness using national and international evaluations. 
Here LW LV UHOHYDQW WR PHQWLRQ WKH ³Latin American Laboratory for the 
Quality of Education Evaluation by UNESCO´//(&(17, 2001) DQG³8VH
RIGDWD IURPWKH6\VWHPRI0HDVXUHPHQWRI(GXFDWLRQ4XDOLW\6,0&(´
(Mizala & Romaguera, 2000; Mizala et al., 2004; Redondo & 
Descouvieres, 2001 and Redondo et al., 2005) 
 
3. Estimates of school factors. Almost the totality of studies evaluating the 
influence of school effects have been carried out after the year 2000 in 
Brazil (Barbosa & Fernandes, 2001 and Ferrao et al., 2003) and México 
(Lastra, 2001 and Fernández & Blanco, 2004). 
 
4. Assessment and analysis of school improvement programmes. Some 
studies analysing innovations and improvement projects in Latin America 
have been undertaken in Chile (analyses of the Quality Improvement of 
Primary Schools in Poor Areas Program, P-900 by Carlson, 2000a and 
Vaccaro & Fabiane, 1994), Ecuador (account of a project focused on the 
improvement of primary education in five rural areas, UNICEF, 1997) and 
México (evaluation of the Programme to Lower School Drop-Out, PARE 
by Ezpeleta & Weiss, 2000).  
 
5. Studies that seek to find the relationship between specific school factors 
DQGVWXGHQWV¶DFKLHYHPHQW Some examples of this type of research are the 
studies by Arancibia & Álvarez (1991), which analyse teacher factors that 
                                                          
17
 (LLECE) stands for Laboratorio Latinoamericano de Evaluación de la Calidad de la 
Educación(Latin American Laboratory for the Quality of Education Evaluation) 
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GLUHFWO\RULQGLUHFWO\DIIHFWVWXGHQWV¶DFKLHYHPHQW6RDUHVDQDO\VHV
the impact of WHDFKHUV DQG VFKRRO FOLPDWH RQ VWXGHQWV¶ DFKLHYHPHQW DQG
Maureira (2004), who has worked on the analysis of school leadership on 
VWXGHQWV¶DFKLHYHPHQW 
6. Ethnographic studies about school. Finally, some examples concerning the 
use of ethnographic approaches to study schools are the studies by 
Rodríguez (2001), who analysed the management, autonomy and 
leadership of five Venezuelan schools and Edwards et al. (1994) who 
studied school management and teaching in secondary schools in Chile.  
 
According to Murillo (2007, p.84), the factors highlighted by Latin American 
studies on school effectiveness share many characteristics with classic reviews 
such as Sammons et al. (1995). For example, high expectations, effective 
leadership, shared goals and methodology or team work. Nevertheless, these 
studies have also stressed important differences between their research findings 
and those of studies conducted in developed countries, especially in relation to 
factors such as the availability of sufficient resources and facilities to teach, level 
RI WHDFKHUV¶ TXDOLILFDWLRQV DQG WHDFKHUV¶ ZRUNLQJ FRQGLWLRQV $OO WKHVH HOHPHQWV
KDYH EHHQ IRXQG WR EH VLJQLILFDQWO\ DVVRFLDWHG ZLWK VWXGHQWV¶ DFKLHYHPHQW LQ
studies undertaken in Latin America.  
 
The findings of Latin American research can be better understood if the big social 
inequalities that affect Latin American countries are taken into account. For 
example, there is a marked difference between the achievement level of students 
from public schools and those from private institutions which is not only related 
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to background characteristics of students but also to the quality of material and 
human resources that these schools possess. The opportunities for professional 
development for teachers are more reduced than in developed countries and the 
working conditions (number of pupils per class, time to prepare lessons or 
OHDUQLQJPDWHULDODQGWHDFKHUV¶VDODULHVDUHVLJQLILFDQWO\ZRUVHWKDQLQGHYHORSHG
countries.  Levin & Lockheed, (1991, cited in Murillo, 2007, p.84) indicated that 
the characterisation of schools in developing contexts demands the inclusion of 
IDFWRUVVXFKDV µLQIUDVWUXFWXUH¶ µUHVRXUFHV¶DQGµHTXLSPHQW¶$IWHUKLV UHYLHZRI
the Latin American status of school effectiveness research, Murillo (2007, p.84) 
added three RWKHUIDFWRUVWRWDNHLQWRDFFRXQWZKLFKDUHµTXDOLW\RIWHDFKHULQLWLDO
DQG FRQWLQXLQJ SUHSDUDWLRQ¶ µKLJKHU VDODULHV¶ DQG µIXOO WLPH FRPPLWPHQW WR
WHDFKLQJ¶ 
 
What is the future of Latin American research on school effectiveness? 
 
A high quality education system is essential for the development of a country. 
Therefore, for developing countries school effectiveness research is increasingly 
becoming an area of great interest. Following this logic, it is not too adventurous 
to predict a promising future for this field. This is supported by the number of 
researchers who are starting to undertake research projects in the area, especially 
new researchers who are specialising in the field. In addition to this, there is a 
prominent research community that is gradually increasing the production and 
quality of school effectiveness research. For example, the previously mentioned, 
µ,EHURDPHULFDQ 6FKRRO (IIHFWLYHQHVV DQG ,PSURYHPHQW 5HVHDUFK 1HWZRUN¶
(RINACE). Furthermore, there is a specialised jRXUQDO LQ WKH DUHD µ7KH
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Iberoamerican School Effectiveness E-journal of Research on Quality, 
(IIHFWLYHQHVVDQG&KDQJHLQ(GXFDWLRQ¶5(,&(7KHVHWZRDFDGHPLFLQLWLDWLYHV
encourage, promote and disseminate school effectiveness research and they search 
to improve the number and quality of studies produced in this region.  
$FFRUGLQJWRÈYDORVS³/DWLQ$PHULFDVWLOOKDVHQRUPRXVFKDOOHQJHV
in being able to fulfil the Millennium Goals and provide a good education for all, 
especially for the poorest groups, but it is on its way and will move faster as it 
OHDUQVIURPUHVHDUFKDQGH[SHULHQFH´&RQVLGHULQJWKHVHFKDOOHQJHVLWLVH[SHFWHG
that new studies will bring more substantial and new insights for the development 
of a better understanding of the features associated with school effectiveness. An 
example of an ambitious study that included Latin American countries is the 
Iberoamerican School Effectiveness Study (IIEE), which looked at the 
effectiveness of 90 schools in 9 different countries. 
 
SER in Chile 
 
In Chile, the production of school effectiveness research is not vast, but during the 
last decades some interesting studies in the area have been published. Many of 
these studies are characterised by the inclusion of schools with a predominantly 
disadvantaged student intake. In addition to this, the focus of these studies is on 
primary education. I present these studies below in chronological order and I 
summarise the main points of each:   
 
1. Himmel et al. (1984): In this study the authors seek to assess the 
influence of a number of variables on student achievement, in order to 
91 
 
determine the most significant ones. Specifically, it looks at the school 
IDFWRUV DQG WKH VWXGHQWV¶ EDFNJURXQG IDFWRUV that have a significant 
impact on school achievement. This study focused on primary 
education (9 and 13 years old) and aimed to produce knowledge for the 
design of educational policies at government and school levels 
(Martinic & Pardo, 2003). 
 
2. Zárate (1992): This study aims to identify the factors related to 
successful school practices through the testimonies of headteachers of 
effective schools (Martinic & Pardo, 2003). 
 
3. Concha (1996): This research deals with the identification of 
effectiveness factors, through the description of the main features that 
characterise a group of high achieving schools located in areas with 
high levels of social vulnerability (Martinic & Pardo, 2003). 
 
4. Arancibia et al. (2000): Through the use of questionnaires, this study 
aims to validate some indicators used to assess the variation between 
the educational results of different schools and differentiate between 
effective schools and non-effective schools (Martinic & Pardo, 2003). 
 
5. Bellei et al. (2004): This study analyses 14 effective primary schools 
that serve students from a deprived socio-economic background. Some 
of these institutions (8 schools) had a low level of achievement at the 
beginning of the 1990s and demonstrated a significant improvement in 
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their results in the second half of the decade. The main aim of this 
study was to identify the factors associated with the greater 
effectiveness of these institutions. This research focused on the 
effective practices at school and classroom level.  
 
6. Raczynski & Muñoz (2004): This research addresses the analysis of a 
group of 8 primary schools in challenging circumstances. All these 
schools had good academic results in the mid-1990s but their results 
dropped by the beginning of the 2000s. The main objective of this 
study is to understand the factors that negatively impacted upon 
VWXGHQWV¶RXWFRPHV7KLVVWXG\IRXQGWKDWPRVWRIWKHIDFWRUVLPSHGLQJ
the success in these schools are the ones that have a positive 
contribution to the success of effective schools.  
 
7. Henríquez et al. (2009): This research analyses a network of Chilean 
schools financed by way of private vouchers called Sociedad de 
Instrucción Primaria (SIP). These schools serve students from low 
income families and are characterised by having better academic 
results than similar schools. Using quantitative and qualitative 
methods, this study revealed some key factors that make these schools 
more successful, such as methods of selecting the headteacher and 
teacheUV VWXGHQWV¶ OHDUQLQJ IRFXV V\VWHPDWLF HYDOXDWLRQ RI WHDFKHUV
and students and actions taken based on the information gathered, 
HFRQRPLFLQFHQWLYHVEDVHGRQWHDFKHUV¶SURIHVVLRQDOSHUIRUPDQFHHWF 
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In relation to the first four studies previously described, Martinic & Pardo (2003) 
argue that although these studies contributed to the development of school 
effectiveness research in Chile, their results have not had an impact on actual 
educational practices or policies (with the exception of the study conducted by 
Himmel et al., 1984).  
 
In the Chilean context, there are many studies that address other educational areas, 
VXFKDVVWXGHQWV¶ OHDUQLQJHGXFDWLRQDO UHVXOWVDQGHGXFDWLRQDOTXDOLW\ &DUGHPLO
et al., 1994; Filp, 1994; Vaccaro & Fabiane, 1994; Espínola et al., 1994; Espínola 
& Martínez, 1996; Carlson, 2000a, 2000b). All these areas can be considered 
complementary to the study of school effectiveness, since the understanding of 
this field usually incorporates reflection on these topics. Some of these studies 
were referred to as school effectiveness studies by Murillo (2007) in his review of 
school effectiveness in Latin America. However, Martinic & Pardo (2003) have 
included them in educational areas that can be complementary to school 
effectiveness.  
 
Concerning the methodology of the school effectiveness studies conducted in 
Chile, it is possible to identify studies using quantitative, qualitative or mixed 
methodologies. In relation to this point, it is important to point out that the 
quantitative studies have not incorporated the use of sophisticated statistical 
techniques, as is done in developed countries, such as the United States, 
Netherlands or the UK, where the quantitative tradition of school effectiveness 
employs advanced statistical measures. Nevertheless, only recently, a pilot 
research study has been conducted using a value-added approach to complement 
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the results of the school accountability system (SIMCE) (Muñoz -Chereau, 2010). 
The results of a group of students in SIMCE examinations (mathematics and 
language) were compared with previous attainment data and adjusted for 
contextual variables. This pilot study is the initial phase of a larger forthcoming 
study that will be innovative in the context of Chilean educational research which 
has not previously used value-added approaches in its studies. In addition to this, 
the use of mixed methodologies in Chilean studies has not employed data merging 
and integration strategies. Therefore, this approach has been used at a very basic 
level so far and the present study could be a contribution in this aspect.  
 
Finally, as to the main findings highlighted in Chilean school effectiveness 
research, it can be indicated that they are similar to the ones found in research 
undertaken in developed countries and reported in school effectiveness literature. 
These findings have been categorised by Martinic & Pardo (2003) in three main 
macro aspects: The school level, the headteacher level and the teacher level. In 
relation to the first aspect, research results have emphasised the importance of 
factors such as a positive school climate, clear school rules, clear and shared 
mission, structured school system in terms of pedagogical and administration 
LVVXHVWHDFKHUV¶SURIHVVLRQDOFRPPLWPHQWDQGVWDELOLW\HWF5HJDrding the second 
aspect, it has been found that good leaders are characterised by a positive and 
proactive leadership, a clear focus on academic success, high expectations of 
students and high professional competences. Finally, in relation to teacher level, 
there are some main insights, such as high expectations of students, use of good 
teaching methodologies, positive interaction with students, positive reinforcement 
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of students in the classroom and the involvement in non-academic aspects of 
schooling.   
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3.10 Criticism of the field of school effectiveness  
 
SER has received a lot of criticism (White & Barber, 1997; Slee et al., 1998; 
Elliot, 1996; Hamilton, 1996; Pring, 1995; Brown et al., 1995; Thrupp, 2001; 
Wrigley, 2004 and Gorard, 2010). This criticism has focused on some specific 
areas of SER, such as methodological, political and theoretical aspects. 
Concerning the methodological aspect, the criticism has concentrated on the 
specific research methods used in many studies that have been judged as 
inappropriate. Elliot (1996, p.200), for example, indicated that the field has a 
³PHFKDQLVWLF PHWKRGRORJ\ DQG LQVWUXPHQWDOLVW YLHZ RI HGXFDWLRQDO SURFHVVHV´
Responses to this criticism (Sammons & Reynolds, 1997) have stressed the fact 
that school effectiveness research was initially encouraged by the promotion of 
educational equity and it has strong connection with practitioners, especially the 
improvement tradition. As for the political aspects, the criticism has been focused 
on the connections that have been established between SER and certain political 
sectors. SER has been associated with a generally conservative stance which has 
been strongly refuted by researchers (Sammons & Reynolds, 1997). In relation to 
theoretical grounds, school effectiveness has been criticised for its lack of 
theorisation (Thrupp, 2001). In addition, there has been a lot of criticism of the 
stance of school effectiveness, which argues that the bad results in education can 
be attributed to poor schooling practices rather than to the effects of contextual 
factors related to social and economic inequalities. In relation to this point, 
Teddlie & Reynolds (2001) have argued that school effectiveness has 
acknowledged the influence of social and contextual variables on educational 
DFKLHYHPHQW +RZHYHU WKH ILHOG KDV KLJKOLJKWHG WKH VFKRRO¶V UROH LQ LPSURYLQJ
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results and reducing the effects of the social inequalities. Other responses to the 
recent criticism that the field has received, especially by Gorard (2010) in his 
publication ³VHULRXVGRXEWVDERXWVFKRROHIIHFWLYHQHVV´ can be found in Muijs et 
al. (2011) and Reynolds et al. (2012). While both of the articles address recent 
criticism to the field, the last one also provides a comprehensive summary of the 
historical development of the school effectiveness field and summarises the main 
critiques and defences of the area in the last 30 years. The main objective of this 
article is the defence of the Educational Effectiveness field from a fierce criticism 
that focused its attack on statistical errors and irrationally rejects the existence of 
any educational effect at all (Reynolds et al., 2012). Moreover, the criticism by 
Gorard has portrayed educational effectiveness researchers as government tools. 
For Reynolds and colleagues (2012), some of this criticism can only be called 
³SHUVRQDODEXVH´ (p.123). 
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3.11 Summary 
 
In this chapter I have presented an overview of the main school effectiveness 
literature in order to give a substantial reference framework to my research. I have 
explored the history of SER, since its origins, which are situated in the period of 
the publication of the famous work by Coleman et al. (1966) and Jencks et al. 
(1972). After that, I have presented the stages of SER up to the present day and 
some literature on school effectiveness in deprived contexts. In addition to this, I 
have reflected on the main methodological approaches employed in an area with 
which quantitative approaches have traditionally been linked. However, some 
important studies have also used qualitative approaches, especially case studies, 
and in recent years, the area has started to introduce the use of mixed method 
approaches.  Furthermore, I have also presented the theoretical models developed 
in the field and the main characteristics of effective schools. In another section of 
the chapter, I have reflected upon the connections between schools effectiveness 
and the area of school improvement. It is important to mention that in this 
literature review, I have given a high importance to the school effectiveness 
research conducted in Latin America and specifically in Chile. I believe that it is 
very important to provide a wide spectrum of references for the specific context of 
the research. Finally, in the last section of this chapter, I have reflected about 
some of the criticism that the field has received. In the next chapter, I will address 
my methodological choices, research design and data analysis processes, detailing 
all the elements and considerations related to these aspects.  
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4. Research Methodology 
 
4.0 Introduction 
 
In doing research it is fundamental to have a clear idea about the processes that 
have to be undertaken in order to address the research problem. These particular 
processes are related to the selection of a particular methodology for the research 
plan. Any person who decides to undertake a research project has to go through an 
extensive process of reflection. Firstly, this process is characterised by a reflection 
about the nature of the phenomenon that is being studied. Secondly, researchers 
have to find a way to know about the particular phenomenon, and finally they 
have to elaborate a methodological plan to undertake the study. Success in 
addressing the research questions will depend on a number of factors, but one of 
the most important is the appropriateness and quality of the research 
methodology. In the following pages I explore the different processes that I have 
undertaken in order to define an appropriate methodological plan to address my 
research questions. Firstly, I start with a reflection about the links between my 
educational interests and motivations, philosophical assumptions and 
methodological choices (4.1). I expand this reflection in section (4.2), where I 
consider ontological and epistemological issues to finally define myself as having 
an interpretative stance to approach the knowledge. In section (4.3), I present the 
particular research methodology adopted in this thesis, which is a mixed methods 
(MM) approach. Within this methodology, I have given a greater emphasis to the 
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qualitative strand. In section (4.4), I address my research design which is the case 
study. I believe that this particular design is appropriate for the use of different 
methods of data collection and analysis in the study of a single case, such as a 
school. In this thesis, I have used a multiple case design and have analysed six 
schools. In sections (4.5) and (4.6), I present detailed information about my 
sampling processes, participants, instruments and techniques of data collection. In 
section (4.7), I report the pilot study and in section (4.8) my data analysis 
procedures which include information about the different phases of analysis of my 
qualitative and quantitative methods and the integration of findings. In section 
(4.9) I reflect on the ethical considerations that I had to make as an educational 
researcher doing this study. Finally, in section (4.10), I reflect about the particular 
criteria used to evaluate the quality of my research design and methodology and 
the consistency of my research inferences.  
 
4.1 Linking my educational interests, philosophical assumptions and 
methodological choices 
 
Before addressing the methodology employed in this study, I would like to reflect 
on the personal reasons that I had to undertake a study about educational 
effectiveness. My interest in researching schools was influenced by my personal 
experience as a teacher and educational counsellor. I worked in schools for 5 
years before starting my PhD and most of these schools were secondary 
institutions. My focus on school effectiveness in deprived areas started during 
WKHVH \HDUV LQ ZKLFK DV D SUDFWLWLRQHU DOVR GRLQJ D 0DVWHU¶V LQ (GXFDWLRQ ,
noticed the marked differences in terms of educational outcomes between the 
101 
 
different types of institutions. Three of the schools where I worked were private 
and two had state funding. I was particularly impacted by the experience of 
working in the state-IXQGHG VFKRROV EHFDXVH , UHDOLVHG KRZ VWXGHQWV¶
disadvantaged social backgrounds influenced their educational outcomes and their 
expectations for the future. This experience made me aware of the serious 
inequalities of the Chilean educational system that are a reproduction of the 
inequalities of Chilean society. In this context I decided to focus my attention on 
issues related to school effectiveness but with a particular emphasis on deprived 
contexts. I concluded that an investigation of educational effectiveness in 
deprived areas would be a suitable initiative to gain greater understanding of the 
particular characteristics of schools that make a difference in areas of social 
GHSULYDWLRQ DQG WKH LQIOXHQFHV RI WKHVH SDUWLFXODU IHDWXUHV RQ WKH VWXGHQWV¶
personal, social and academic outcomes. Having this objective in mind, I tried to 
reflect on the most suitable methodology to address my research problem by 
considering the following questions: How can the concept of school effectiveness 
in deprived contexts be better understood?; What are the best methods that I can 
use to find the information that I aim to find?; To which tradition of research do 
the methods that I intend to use belong? The process of answering these crucial 
questions took me on an extensive exploration of the philosophical foundations 
underpinning my study. It was very important to me to link my methodological 
choices with my own assumptions about reality and knowledge because I believe 
WKDWDUHVHDUFKHU¶VVHWRIEHOLHIVDQGYLHws about the world continuously influence 
the way they approach knowledge and truth. According to Usher (1996, p.17) the 
IDLOXUH WR H[DPLQH WKHVH DVVXPSWLRQV OHDGV WR UHVHDUFK EHLQJ XQGHUVWRRG DV µD
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WHFKQRORJ\¶VLPSO\DVHWRIPHWKRGVVNLOOVDQGSURFHGXUes applied to a defined 
research problem.  
 
4.2 Philosophical assumptions underpinning my research 
 
6RFLDOUHVHDUFKHUV¶SKLORVRSKLFDODVVXPSWLRQVDUHRQWRORJLFDODQGHSLVWHPRORJLFDO
and they have to do with the nature of reality and the nature of knowledge. I will 
address ontological issues first as a way to organise my choices in a coherent way, 
but this fact does not mean that my reflections about ontology came first in this 
inquiry process. I would rather say that all these questions emerged 
simultaneously, since all of them are interrelated. According to Crotty (1998, 
S³2QWRORJ\LVWKHVWXG\RIWKHEHLQJ,WLVFRQFHUQHGZLWKµZKDWLV¶ZLWKWKH
QDWXUHRIH[LVWHQFHZLWKWKHVWUXFWXUHRIUHDOLW\DVVXFK´6FKZDQGWS
indicates that ontology is frequently considered to be the same as Metaphysics 
(although some theorists consider it only a branch of Metaphysics) which he 
GHILQHVDVWKH³VWXG\RIUHDOLW\RIEHLQJRIWKHUHDOQDWXUHRIZKDWHYHULVDQGRI
ILUVW SULQFLSOHV´ ,W LV FRncerned with understanding the kinds of things that 
constitute the world. The personal conception or beliefs of researchers about the 
nature of the phenomenon they are studying are commonly referred to as 
ontological assumptions. In my particular case, I am analysing the effectiveness of 
a group of secondary schools in deprived areas. My ontological assumptions about 
the nature of school effectiveness in disadvantaged contexts are related to the 
notion that the concept of effectiveness can be better understood as a construction 
RI LQGLYLGXDOV¶ SHUFHSWLRQV , EHOLHYH WKDW µUHDOLW\¶ LV VRFLDOO\ FRQVWUXFWHG E\
individuals who negotiate their particular views to reach a consensus, so there is 
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no such thing as absolute truth or objective reality. In consequence, the nature of 
the phenomenon that I am addressing with my research can be better understood 
considering the socially constructed realities of stakeholders about the concept of 
school effectiveness in deprived contexts.  
 
$FFRUGLQJ WR&URWW\ S ³Rntological issues and epistemological issues 
WHQG WR HPHUJH WRJHWKHU´ $VVXPSWLRQV DERXW WKH QDWXUH RI UHDOLW\ ZLOO OHDG WR
assumptions about the best way to know about this reality. The process of inquiry 
about the approach to knowledge that best suits the notion of the reality of the 
researcher will give rise to epistemological claims. Epistemology can be defined 
as a theory of knowledge or the approximation to knowledge that an individual 
has or adopts. Some essential epistemological questions are:  What can we know? 
How can we know? What is knowledge? What is the scope of knowledge? With 
UHVSHFW WR WKLVPDWWHU+LWFKFRFN	+XJKHV SDUJXH³HSLVWHPRORJLFDO
TXHVWLRQV VXUURXQG WKH TXHVWLRQV RI NQRZLQJ DQG WKH QDWXUH RI NQRZOHGJH´
Historically, epistemological questions about the nature of knowledge have led to 
the generation of different paradigms to understand the world.  A paradigm is a 
set of beliefs, a conception of the world, a perspective that intends to give answers 
to the questions or inquiries about the complexities of the world. Pring (2000, 
S GHVFULEHV WZR GLIIHUHQW WUDGLWLRQV WKH µVFLHQWLILF¶ SDUDGLJP DQG WKH
µFRQVWUXFWLYLVW¶SDUDGLJP,QUHODWLRQWRWKHVFLHQWLILFSDUDGLJPKHLQGLFDWHV³WKHUH
is a world which exists independently RIPHZKLFKLVPDGHRIµREMHFWV¶LQWHUDFWLQJ
FDXVDOO\ ZLWK HDFK RWKHU´ 7KLV LGHD UHIHUV WR WKH IDFW WKDW WKHUH LV DQ H[WHUQDO
world where different objects interact in a cause-effect dynamic.  
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The constructivist paradigm described by Pring (2000) is related to the notion that 
WKH ZRUOG LV FRQVWUXFWHG E\ LQGLYLGXDOV¶ LGHDV DQG SHUFHSWLRQV (DFK SHUVRQ
constructs, perceives and interprets the world in a different way. Human beings 
live in a world of ideas, and there is not a reality outside which is not influenced 
E\WKLVZRUOGRILGHDV)RUFRQVWUXFWLYLVPWKHWHUPµREMHFWLYLW\¶ZKLFKKDVEHHQ
frequently associated with positivist positions, is very controversial. According to 
3ULQJS³WKHGLVWLQFWLRQEHWZHHQµREMHFWLYH¶DQGµVXEMHFWLYH¶QHHds to 
EH UHGHILQHG VLQFH WKHUH FDQEHQRWKLQJ µREMHFWLYH¶ LQ WKH VHQVHRI WKDW LW H[LVWV
independently of the world of ideas which either privately or in consensus with 
RWKHUV KDV EHHQ FRQVWUXFWHG´  7KH µVFLHQWLILF¶ DQG µFRQVWUXFWLYLVW¶ SDUDGLJPV
describeG E\ 3ULQJ DUH DOVR UHIHUUHG WR DV µSRVLWLYLVW¶ DQG µDQWL-SRVLWLYLVW¶
philosophical stances. Positivists believe that every contribution to knowledge has 
to be tested using empirical methods and it has to be capable of replication. Some 
positivist theorists argue that the social world can also be completely understood 
using positivist methods. They indicate that there is not a substantial difference 
between the natural world and the social world. Positivism started to face some 
criticism in the second half of the nineteenth century. The main target of this 
DWWDFN ZDV ³VFLHQFH¶V PHFKDQLVWLF DQG UHGXFWLRQLVW YLHZ RI QDWXUH ZKLFK E\
definition, excluded notions of choice, freedom, individuality, and moral 
UHVSRQVLELOLW\´ (Cohen et al., 2000, p.17).  
 
Anti-positivism emerged as a response to the criticism of positivism. Researchers 
who advocate anti-positivist positions indicate that human beings are able to 
exercise choice and this characteristic differentiates them from other beings. 
Human beings have agency and can express their individualities in every action 
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they undertake: ³+XPDQ EHLQJV DUH VSHFLDO´ DV 0DOLN  indicates in an 
DUWLFOH )RU WKDW UHDVRQ KH DUJXHV ³ZH UHTXLUH VSHFLDO WRROV WR XQGHUVWDQG
RXUVHOYHV´ Anti-positivist practitioners believe that the social world is essentially 
different from the physical world; therefore the approaches to understand this 
VRFLDOZRUOGKDYHWREHGLIIHUHQW³7KHVHUHVHDUFKHUVDUJXHGIRUWKHLPSRUWDQFHRI
discovering the meanings and interpretations of events actRUV WKHPVHOYHV KDYH´
(Hitchcock & Hughes, 1989, p.12). The anti-positivist stance emphasises that the 
individuals involved in certain contexts interpret and make sense of their own 
circumstances. The interpretations of the world in natural and everyday situations 
and the reflections of the main actors about what is happening around them is, for 
anti-positivist researchers, a way to understand the world better; it is an authentic 
way to know. 
 
Previously in this chapter, I have argued that my ontological assumptions about 
the nature of school effectiveness in deprived contexts belong to a constructivist 
VWDQFHZKLFKUHJDUGVµUHDOLW\¶DVDVRFLDOFRQVWUXFW%DVHGRQWKHVHDVVXPSWLRQV,
can position myself as having an anti-positivist paradigmatic approach to 
knowledge. Within the anti-positivist epistemologies, I have adopted an 
interpretative stance to approach my research. Firstly, considering that the 
REMHFWLYHRIP\VWXG\DLPVDWµXQGHUVWDQGLQJ¶WKURXJKDSURFHVVRIUHIOHFWLRQDQG
interpretation of particiSDQWV¶ LGHDV DERXW VFKRROV¶ KLVWRULHV FRQWH[WV LQWHUQDO
processes and interactions, an interpretative stance seems the most appropriate 
option to approach my study. Wellington (2000) reflects about the role of the 
interpretative researcher: 
³7KH LQWHUSUHtative researcher, however, accepts that the observer 
makes a difference to the observed and that reality is a human 
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FRQVWUXFW7KHUHVHDUFKHU¶VDLPLV WRH[SORUHSHUVSHFWLYHVDQGVKDUHG
meanings and to develop insights into situations, e.g. schools, 
classURRPV´S 
 
Secondly, having some years of experience as an educational practitioner, and an 
early career in research, has given me elements to start developing my own 
understanding of the best ways to approach research in the social world. I am 
convinced that the most appropriate way to address research in schools and 
specifically in the schools that I have selected for my study is to consider the 
voices of the individuals involved in these institutions. As an interpretative 
researcher, I need to underWDNH D SURFHVV RI DQDO\VLV WKDW LQFOXGHV SDUWLFLSDQWV¶
own reflection and interpretations about what is happening in their institutions and 
my own reflection and interpretations of their accounts and insights. After this 
process, it should be possible to generate illuminating findings to answer my 
research questions and contribute to school effectiveness theory generation, 
educational policy and practice.  
 
4.3 Research methodology 
 
After an extensive process of reflection about the most suitable methodology with 
which to approach my research, I selected a mixed method approach (MM) which 
combines both quantitative and qualitative research traditions. The combination of 
methods in research emerged as a result of the recognition that every method has 
limitations which can be minimised with the use of other methods. In relation to 
WKLV LGHD &UHVZHOO  S LQGLFDWHV ³UHFRJQLVLQJ WKDW DOO PHWKRGV KDYH
limitations, researchers felt that biases inherent to any single method could 
QHXWUDOLVHRUFDQFHOWKHELDVHVRIRWKHUPHWKRGV´,HVWLPDWHWKDWIRUP\SDUWLFXODU
107 
 
type of study which aims to generate illuminating findings about the internal 
processes taking place in schools that contribute to a greater effectiveness, an MM 
approach is more appropriate than the use of a single research methodology. 
Quantitative and qualitative research traditions can be complementary and the 
combination of both approaches might add more credibility to the findings. 
$FFRUGLQJ WR'HQVFRPEH S ³7KHXVHRIPRUH WKDQRQHPHWKRGFDQ
enhance the findings of research by providing a fuller and more complete picture 
RI WKHSKHQRPHQRQEHLQJ VWXGLHG´6RPHWLPHV WKHXVHRI D VLQJOHPHWKRGRORJ\
does not ensure substantial findings. For example, in the case of this particular 
study, if I use only a quantitative strategy such as a questionnaire-survey to 
resolve all my research questions, the possibilities of getting poor and insufficient 
research results are very high.  
 
Frequently, researchers who employ a quantitative research methodology aim to 
confirm hypotheses through the verification of an existing theory. In contrast, 
qualitative research often aims to generate new theories through an exploratory 
process. A mixed methods approach, for example, provides the researcher with 
the possibility of doing both things in the same study. The combination of 
methods gives researchers the possibility of getting more complete and valuable 
insights. They may decide to work with different methods of data collection, as a 
way of getting more consistent results. Gorard & Taylor (2004) indicate that both 
qualitative and quantitative approaches have different strengths but the 
combination of the two can add even more strength to the findings of a study.  
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Qualitative methods allow more flexibility in the interaction with the participants 
and provide more details about their opinions and a more in-depth exploration of 
their perceptions. An important criterion to evaluate qualitative research is the 
level of trustworthiness of the findings. In contrast, the use of quantitative 
methods is considered to provide more reliability, validity, objectivity and 
generalisability to the findings, but it will depend on many factors such as the 
validity of the instruments, the size of the sample and the degree of reliability of 
WKHSDUWLFLSDQWV¶UHVSRQVHV According to Tashakkori & Teddlie (2003), MM can 
provide better and stronger inferences than a single methodology. For example, a 
researcher might want to use surveys and cases studies in her study because one of 
the methods can provide greater breadth and the other greater depth to the 
findings.  A study in which an MM approach has been used can provide a vast 
diversity of findings that can help to understand in-depth the phenomenon that is 
being studied. Bryman (2004, p.464) supports this idea indicating that the use of 
GLIIHUHQW UHVHDUFK VWUDWHJLHV ³PD\ SURYLGH D EHWWHU XQGHUVWDQGLQJ RI D
SKHQRPHQRQWKDQLIMXVWRQHPHWKRGKDGEHHQXVHG´ 
 
In my case, I justify the use of an MM approach as a more effective manner to 
provide answers to my research questions. I argue that any method that can help 
me to resolve my research questions is valid for my research, no matter if it 
belongs to a qualitative or quantitative tradition.  With my research I intend to 
produce findings that can generate a holistic view of the processes taking place in 
this group of schools. For that reason, I am using different resources available for 
this purpose. My qualitative instruments aim at in-depth exploration of 
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VWDNHKROGHUV¶ views and the quantitative one aims to complement and give more 
strength to my findings.  
 
In MM research, there are different designs that aim to organise the different 
phases of a study and also clarify the relevance of one methodological approach 
RYHU WKH RWKHU 7KHVH DUH µSDUDOOHO PL[HG GHVLJQV¶ DQG WKH µVHTXHQWLDO PL[HG
GHVLJQV¶ $FFRUGLQJ WR 7HGGOLH 	 7DVKDNNRUL  S ³SDUDOOHO PL[HG
designs refer to MM projects where the phases of the study (QUAN, QUAL) 
RFFXULQDSDUDOOHOPDQQHUHLWKHUVLPXOWDQHRXVO\RUZLWKVRPHWLPHODSVH´,QWKH
FDVHRIVHTXHQWLDOPL[HGGHVLJQV³WKHSKDVHVRIWKHVWXG\RFFXULQDFKURQRORJLFDO
order, with one strand emerging from or following the other (QUAN followed by 
48$/RUYLFHYHUVD´7KHSDUDOOHO GHVLJQV DUH DOVRNQRZQDV FRQFXUUHQW HJ
Creswell & Plano Clark, 2007; Creswell, 2009) or simultaneous (Morse, 1991, 
2003) designs but there is an essential difference between these terms. According 
to Teddlie & Tashakkori (2009) the terms simultaneous or concurrent refer to a 
design in which the QUAN and QUAL phases occur exactly at the same time, but 
in the case of parallel designs the occurrence of these phases can have a brief 
lapse between each other, although this does not mean that the phases are 
sequential. In the case of this study, I am using a parallel MM design, which 
means that the QUAN and QUAL phases have occurred in a parallel manner but 
with a very brief lapse between them. The main criteria that I had to use this 
design are the suitability of this model to answer my research questions and the 
time that I had to undertake the data collection process.  
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Firstly, in a parallel mixed design the QUAN and QUAL strands address the same 
main research questions. Although, it is possible that some of the more specific 
questions can be related to a specific QUAN or QUAL approach. In contrast, in 
the case of a sequential mixed design, the research questions of one phase will 
depend on the previous phase. In the case of my study, a parallel mixed design is 
appropriate because I am addressing all my research questions with both 
qualitative and quantitative methods.  
 
Secondly, in terms of the time that I had to collect my data, a parallel mixed 
design was more appropriate for me. Creswell (2009) has called this criterion 
³WLPLQJ´ ZKLFK DFFRUGLQJ WR KLP QHHGV WR EH FRQVLGHUHG LQ D PL[HG PHWKRGV
study. As an international student conducting research about the educational 
system of my own country, I had to travel home in order to undertake my 
fieldwork. For funding reasons, I could not travel more than once to collect data. 
Additionally, my scholarship regulations do not allow me to stay in my country 
for a very long period, during my studies abroad. This means that I had no 
possibility of collecting data during different phases as the sequential mixed 
design requires. In relation to this point Creswell (2009) indicates:  
³,Q PDQ\ SURMHFWV LW PD\ EH XQZRUNDEOH WR FROOHFW GDWD RYHU DQ
H[SDQGHGWLPHSHULRG«,QWhis case, it is more manageable to collect 
both quantitative and qualitative data at roughly the same time, when 
the researcher(s) is in the field collecting data, rather than to revisit the 
ILHOGPXOWLSOHWLPHVIRUGDWDFROOHFWLRQ´S 
 
In terms of the prioritisation of a QUAN or QUAL methodological approach, my 
study has a greater focus on the QUAL strand. Creswell (2009, p.207) has called 
WKH FULWHULRQ RI JLYLQJ PRUH YDOXH WR RQH VWUDQG RYHU WKH RWKHU ³ZHLJKWLQJ´
$FFRUGLQJ WR KLP ³D SULRULW\ IRU RQe type depends on the interest of the 
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researcher, the audience for the study (e.g., faculty committee, professional 
DVVRFLDWLRQ DQG ZKDW WKH LQYHVWLJDWRU VHHNV WR HPSKDVLVH LQ WKH VWXG\´ ,Q P\
personal case, I was more interested in getting insights from participants during 
my interaction with them. As an interpretative researcher I was more focused on 
SDUWLFLSDQWV¶ LPSUHVVLRQV DQG SHUFHSWLRQV JLYHQ LQ D YHUEDO ZD\ UDWKHU WKDQ
through the questionnaires surveys. On the other hand, my quantitative data 
allowed me to support my findings and add more credibility and validity to them. 
In addition to this, the sophistication of my quantitative analysis was not sufficient 
to claim substantial findings supported by a quantitative strand. My MM parallel 
design and my prioritisation of a QUAL methodological perspective can be 
illustrated in the following way:  
 
 
 
 
QUAL in capital letters indicates that my design is qualitatively driven; + 
indicates that the two phases are parallel and quan in small letters indicates the 
lesser relevance of the QUAN approach (Teddlie & Tashakkori, 2009, p.143, 
citing Morse, 2003, p.198).  
 
,QXVLQJDQ00 DSSURDFK UHVHDUFKHUV¶ LQWHQWLRQVKDYH WRGRZLWK WULDQJXODWLRQ
SXUSRVHV³7ULDQJXODWLRQUHIHUVWR WKHFRmbinations and comparisons of multiple 
data sources, data collection and analysis procedures, research methods, 
LQYHVWLJDWRUV DQG LQIHUHQFHV WKDW RFFXU DW WKH HQG RI WKH VWXG\´ 7HGGOLH 	
Tashakkori, 2009, p.27). In this study, I have used methodological triangulation 
QUAL + quan  
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and data triangulation. Methodological triangulation is related to the use of 
multiple methods to collect data, and in this study I have used questionnaires 
surveys, interviews and focus groups. Data triangulation refers to the use of 
multiple data sources and, in this case, I have collected data from headteachers, 
teachers, students and parents.  
 
Finally, it is important to mention that since its emergence, the use of MM in 
research has been criticised and considered controversial. One of the major 
critiques made of the use of MM is related to epistemological issues. Some 
scholars argue that the combination of quantitative and qualitative methods in 
research is inconsistent and there is no possible compatibility between these two 
approaches (e,g., Guba, 1987; Sale, Lohfeld, & Brazil, 2002; Smith, 1983; Smith 
& Heshusius, 1986). According to Tashakkori & Teddlie (2003) the main 
argument of MM detractors is that the philosophical paradigms underlying the 
different methods are essentially in opposition. Nevertheless for other scholars 
this view is not appropriate and they propose an eclectic methodological stance 
EDVHG RQ µSDUDGLJPDWLF SOXUDOLVP¶ ZKLFK DFNQRZOHGJHV WKDW D YDULHW\ RI
paradigms may serve as underlying philosophy for the use of mixed methods 
(Tashakkori & Teddlie, 2010, p. 9). The most common paradigmatic approaches 
associated to the use of mixed methods are pragmatism, scientific realism or 
transformation emancipation. Nevertheless, any paradigmatic approach could 
support the use of mixed methods. The use of quantitative methods should not be 
necessarily associated to a traditional positivist or post-positivist approach and the 
use of qualitative methods to an anti-positivist epistemology. Gorard & Taylor 
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(2004) refer to this matter on a reflection about the epistemological and 
methodological confusions that less experienced researchers may have: 
 
³8QIRUWXQDWHO\ QRYLFH UHVHDUFK VWXGHQWV FDQ TXLFNO\ EHFRPH
LPSULVRQHG ZLWKLQ RQH RI WKHVH SXUSRUWHG µSDUDGLJPV¶ 7KH\ OHDUQ
because they are taught, that if they use any numbers in their research 
then they must be positivist or realist in philosophy, and they must be 
hypothetico-GHGXFWLYH RU WUDGLWLRQDO LQ VW\OH«,I RQ WKH RWKHU KDQG
students disavow the use of numbers in research then they must be 
interpretivist, holistic and alternative, believing in multiple 
SHUVSHFWLYHVUDWKHUWKDQWKHWUXWKDQGVRRQ´S  
 
In the case of this research, I consider that my interpretative epistemology is not 
in opposition with the selection of an MM approach. In my view, the selection of 
methods and the paradigms or epistemologies are independent. In this study, my 
main objective is to make sense of the data that I obtain from participants and 
LQWHUSUHWWKHLUYLHZVLQRUGHUWRUHDFKDFRPSOHWHµXQGHUVWDQGLQJ¶RIP\UHVHDUFK
questions. For me it is not particularly relevant if my methods belong to a 
quantitative or qualitative tradition. I justified the selection of any method that can 
help me to answer my research questions. Other sources of criticism of the use of 
mixed methods described by Denscombe (2010) include: The increased time and 
cost of a mixed method study, the necessity of having researchers with both 
qualitative and quantitative skills and the fact that the findings from different 
methods might not corroborate one another. In my research none of these three 
critiques have represented problems. In Chapter 3 (see Section 3.6), I present 
some examples of recent educational studies that have used mixed methods.  
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4.4 Research design  
  
The research design that combines many cases in the same study is known as 
multiple-case design. In my study, I have undertaken six different case studies that 
combine quantitative and qualitative methods of data collection. I will start this 
section by providing a characterisation of a case study. Yin (2009, p.18) indicates 
WKDW D FDVH VWXG\ LV ³DQ HPSLULFDO LQTXLU\ WKDW LQYHVWLJDWHV D FRQWHPSRUDU\
phenomenon in depth and within its real-life context´:HOOLQJWRQ S
citing Bogdan & Biklen (1982, p.5 VXJJHVWV WKDW ³D FDVH VWXG\ LV D GHWDLOHG
examination of one setting, or one single subject, or one single depository of 
GRFXPHQWV RU RQH SDUWLFXODU HYHQW´ %DVVH\  S UHIOHFWLQJ DERXW WKH
work of Gomm et al. (2000), indicates that for these authors ³WKH WHUP µFDVH
VWXG\¶LVLOOGHILQHGWKH\VHHLWQRWDVH[SHULPHQWQRWDVVXUYH\EXWHVVHQWLDOO\DV
investigation in considerable depth into one or a few cases in naturally occurring 
VRFLDOVLWXDWLRQV´)LQDOO\%U\PDQSDUJXHV that ³WKHEDVLFFDVHVWXG\
HQWDLOVWKHGHWDLOHGDQGLQWHQVLYHDQDO\VLVRIDVLQJOHFDVH´6XPPDULVLQJDOOWKHVH
previous views, I can conclude that a case study is an in depth exploration of a 
single unit, for example, a person, school, hospital, which considers the analysis 
of situations occurring in a naturalistic way and within a particular context.  
 
A case study is often a place for the use of different methods of data collection. 
According to Wellington (2000) the data collection in a case study may 
commonly use some or one of the following techniques: observation, interviews, 
use of documents and records and a wide range of other techniques 
(questionnaires, standardised tests, scales, etc.). In the case of this study, the main 
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techniques selected are questionnaires-surveys, interviews and focus groups. In 
DGGLWLRQ WR WKLV , KDYH XVHG VWXGHQWV¶ DWWDLQPHQW GDWD VFKRROV¶ GRFXPHQWV DQG
school web sites to complement the information that I obtained with the main 
collection techniques.  
 
For some authors, a case study is a qualitative method of data collection that can 
be complemented with other methods. For example, in studies that use multi-
methods, some researchers use surveys as a quantitative technique and case study 
as a qualitative one. Other authors consider that a case study is a research design 
related to a qualitative or MM tradition. In relation to this point, Yin (2009, p.19) 
suggests that ³VRPHFDVHVWXG\UHVHDUFKJRHVEH\RQGEHLQJD W\SHRITXDOLWDWLYH
research, by using a mix of quantitative and TXDOLWDWLYHHYLGHQFH´1RZDGD\VLWLV
becoming more and more frequent to find case studies in which an MM approach 
RIGDWDFROOHFWLRQLVXVHG%U\PDQSHPSKDVLVHVWKDW³FDVHVWXGLHVDUH
frequently sites for the employment of both quantitative aQGTXDOLWDWLYHUHVHDUFK´
He suggests that there is a tendency to link the use of case studies with qualitative 
research but this view is not appropriate. Case studies often make use of 
qualitative methods such as interviewing and observation, but it is also common 
to find case studies that employ both qualitative and quantitative methods.  
 
A case study can be considered a naturalistic methodology, since it is concerned 
with events occurring in a natural way. The researcher does not have an 
interventionist approach to the situation, rather the aim is to gain a better 
understanding of the phenomenon and to gain insights into what is happening and 
why. Case studies must be informative and relevant for at least some of the actors 
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involved in the study. For example, if it is an educational case study, it is 
supposed to be significant for some of the following groups: teachers, pupils, 
parents, headmasters, policy makers, etc. According to Wellington (2000, p.97) 
some of the strengths of case studies is that they are illustrative, illuminating, 
insightful, disseminable, accessible, attention-holding, strong on reality, vivid and 
of value in teaching.  
 
The use of case studies in research has also faced some criticism on the part of 
more positivist-oriented researchers who have argued that frequently the results or 
findings gained through the application of case studies are not representative, 
replicable or generalisable. In relation to this problem, some authors argue that the 
use of case studies as a research design provides opportunities for generalisation, 
but only in similar cases or contexts. Nevertheless, for most of the studies that use 
a case study research design, the problem of generalisation is not an issue 
because, frequently, the focus of a case study is to gain insights about a particular 
case, rather than establishing truths that can be replicable in many cases. In 
relation to the previous point, Wellington (2000, p.99), citing Kluckhohn & 
Murray (1948, p.35), explains that ³HYHU\PDQLVLQFHUWDLQUHVpects, like all men, 
OLNHVRPHPHQOLNHQRRWKHUPDQ´,QWKHVDPHZD\,DUJXHDVFKRROFDQEHOLNH
all the schools, like some schools, like no other school. Bassey (2003, p.115), 
referring to the work of Donmoyer, LQGLFDWHV WKDW³QRWRQO\VLPLODULWLHVbut also 
GLIIHUHQFHV EHWZHHQ FRQWH[WV PD\ EH LOOXPLQDWLQJ´ In my particular case, I am 
not interested in establishing truths or facts about effective schools in challenging 
circumstances. I am aware that the possibilities of generalisation of my findings 
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are reduced and if there are some, they are restricted to very similar schools, 
inhabiting similar contexts.  
 
My adoption of this research design can be explained by my intention of gaining a 
real understanding of the internal processes that support the greater educational 
effectiveness of a group of schools. In doing so, it is necessary to study in depth 
these institutions and apply different methods of data collection. I need to explore 
in detail the working systems of these schools, their educational objectives, their 
organisational characteristics, the nature of interactions between the different 
school stakeholders, the contextual scenarios in which they are located and some 
of the unique features and complexities of these schools. With respect to this, Yin 
SLQGLFDWHV³\RXZRXOGXVHWKHFDVHVWXG\PHWKRGEHFDXVH\RXZDQWHG
to understand a real-life phenomenon in depth, but such understanding 
HQFRPSDVVHGLPSRUWDQWFRQWH[WXDOFRQGLWLRQV´ 
 
The use of a multiple-case design that combines qualitative and quantitative 
methods of data collection has sought to address in depth the research questions 
guiding this study. It is certainly not the only way to approach my research 
problem but it seems an appropriate one for the study of educational institutions. 
Schools are complex social institutions and it is almost impossible to present 
robust and trustworthy findings if only one method of data collection is used, as 
for example, a survey. A researcher may certainly get a lot of valuable data by 
applying a survey about educational effectiveness factors, but those findings could 
be improved by making them less biased and stronger through the use of 
qualitative methods as a triangulation strategy.  
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Finally, it is important to indicate that in the process of analysing the six cases, I 
am focusing on similarities and common patterns between the schools but also on 
differences and unique features of each institution in relation to their educational 
effectiveness. After the analysis of each individual case study, I make a 
comparison of them through a cross-case analysis.  
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4.5 Research sampling 
 
Schools samples 
 
The main school sample used in this study is purposive, atypical, and consists of 
four schools (Araucaria, Canelo, Rauli and Avellano)18. The second is a small 
purposive sample of two typical institutions (Quillay and Lenga)19. Atypical 
schools are the ones that demonstrate better results in SIMCE and typical schools 
the ones that have normal results. As was indicated previously, SIMCE is an 
examination used to measure the quality of education in Chile (see Chapter 2, 
section 2.3). I analysed the student level of achievement in Language and 
Mathematics during the years 2003, 2006 and 2008. I used the following criteria 
to select my school samples: 
 
1. Firstly, I considered the socio-economic group to which the schools 
belong. In Chile schools are classified in five socio-economic groups (A-
E)20 ZKLFK DUH GHILQHG E\ FRQVLGHUDWLRQ RI WKH VWXGHQWV¶ KRXVHKROG
LQFRPHWKHYXOQHUDELOLW\OHYHOLQGH[RIWKHVFKRRODQGWKHSDUHQWV¶OHYHORI
schooling. My intention in this study was to focus on schools in 
disadvantaged circumstances, thus I did not include schools in the highest 
socio-economic levels (D-E). In the first year analysed, 2003, all the 
atypical and typical schools that I selected were classified in socio-
economic group B. I tried to include schools in socio-economic group A, 
but it was difficult to find schools with a good level of achievement within 
                                                          
18
 Pseudonyms of the schools.  
19
 Pseudonyms of the schools. 
20
 A: very low / B: lower class/ C: lower middle/ D: middle-upper middle / E: upper. 
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this group. In the years 2006 and 2008, two of my atypical schools 
upgraded to group C. Therefore, my samples only include schools in 
groups B and C.  
 
2. Secondly, I have only considered municipal schools, corporation schools 
and private-subsidised schools. I have excluded private-paid schools (see 
Chapter 2, section 2.2). 
 
3. Thirdly, in my sample of atypical schools, I have considered schools that 
have the previous two characteristics and demonstrate a good level of 
student achievement in SIMCE. All the schools selected are taken from the 
30% of schools with the highest level of performance during the years 
2003, 2006 and 2008, considering schools with similar characteristics. The 
sample of typical schools is made up of schools that have a normal level of 
performance. Their results are near the national average, considering 
schools with similar characteristics.  
 
It is important to indicate that all the schools in both samples are vocational 
institutions. One of them is polyvalent, which means that it offers a vocational 
pathway and an academic pathway. This fact was a coincidence because I did not 
consider this criterion for the selection of the schools.  
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Typical schools sample 
 
Two schools were selected as a sample of typical secondary schools. The main 
objective to select this sample was to make a comparison between typical and 
atypical schools. This particular sample includes only schools in the socio-
economic group B. Considering school type of administration and funding, this 
particular sample includes one municipal school (Quillay) and one private- 
subsidised school (Lenga), (see Chapter 2, section 2.2). In summary, these two 
schools share similar characteristics with the ones in the main sample, but there is 
one important difference, their results in SIMCE are average or typical, in other 
words, they are neither exceptional, nor underachieving.   
 
Atypical schools sample 
  
The main sample consists of four schools that have been selected after the 
consideration of the criteria that was previously detailed. These schools are 
classified in socio-economic groups B and C. Araucaria and Canelo were 
classified in group B in 2003 and in group C in 2006 and 2008. Rauli and 
Avellano are classified in group B throughout all the years considered. In terms of 
administration and funding, Araucaria and Rauli are corporation schools. Canelo 
and Avellano are municipal institutions (see Chapter 2, section 2.2). These four 
schools have been considered atypical because they demonstrate a better level of 
student academic achievement than could be expected on consideration of the 
challenging contextual conditions they face and their student intake from 
disadvantaged backgrounds. 
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Geographical setting 
 
The schools selected for this study are geographically located in two Chilean 
regions, Metropolitan and Bío Bío Regions (see Table 4.5.1 and Chapter 2, 
section 2.1). The selection of schools from these two regions helps to satisfy my 
intention of having a more representative sample. Initially, I wanted to select 
schools from at least three Chilean regions. However, for practical reasons 
(funding, time to conduct the study), I could not achieve those intentions.  
 
Negotiating access to schools 
 
A very important stage in defining the sample is to get access and cooperation 
from the schools. Initially, I selected a group of 10 schools and I contacted them 
via email. I attached a formal letter which included an introduction about the 
researcher, an explanation about the study and a brief exposition about the nature 
of involvement of the schools and participants. The four atypical and the two 
typical schools that I included in the final samples were the ones that showed 
interest in taking part in this study. Finally, before going to Chile to undertake the 
field work in June 2009, I had telephone contact with the schools in order to 
arrange meetings to plan the data collection procedures. Once in Chile, I attended 
these meetings in each school to define the partiFLSDQWV¶DYDLODELOLW\DQGWKHVRUW
of cooperation required by them. 
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Table 4.5.1: Schools sample overview 
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1: Araucaria Bío Bío 
Region 
(Concepción) 
1,184 Atypical B-
C 
Corporation school 
with public funding 
Technical-
vocational 
2: Canelo Metropolitan 
Region 
(Santiago) 
1,337 Atypical B-
C 
Municipal school 
with public funding  
Technical-
vocational 
3: Rauli Bío Bío 
Region 
(Hualpén) 
702 Atypical B Corporation school 
with public funding 
Technical-
vocational 
4: Avellano Bío Bío 
Region (Los 
Ángeles) 
1,260 Atypical B Municipal school 
with public funding 
Technical-
vocational 
5: Quillay Bío Bío 
Region 
(Curanilahue) 
1,404 Typical B Municipal school 
with public funding 
Polyvalent 
(vocational + 
academic) 
6: Lenga Metropolitan 
Region 
(Santiago) 
829 Typical B Private-subsidised 
school with public 
funding 
Technical-
vocational 
 
Headteachers sample 
 
The six headteachers of the schools that I am analysing took part in the study; all 
of them accepted the invitations to participate in interviews. Five of them are male 
and one is female. At the time of the application they were aged between 40 and 
71 years. The years of educational experience they have vary from 20 to 51 years. 
The majority of them have more than 9 years of experience as headteachers with 
one exception that corresponds to the youngest headteacher, who has been 
working in this position for less than 1 year. In terms of their educational levels, 
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LQDOOWKHFDVHVWKH\KDYHD0DVWHU¶VGHJUHHLQ(GXFDWLRQDQGVHYHUDOSURIHVVLRQDO
development courses.  
 
In all the cases, they were facilitators who helped me to gain access to schools and 
to other participants. Specifically their role as facilitators consisted in putting me 
in contact with a person who coordinated the participation of students, teachers 
and parents in each school. In most of the cases the coordinators were teachers or 
members of the leadership teams. For the purposes of this research, it was 
necessary to have contact with one person who coordinated my access to 
participants in each school because as external researcher; I did not have my own 
means to recruit school participants without the intervention of a school 
coordinator or facilitator. The fact that my access to participants was mediated by 
someone else could have some inherent bias, but I consider they were minimised 
because I personally recommended to the coordinators to choose students, 
teachers and parents groups in a random way, without consideration of any pre-
conceived criteria for selection.  
 
Teacher sample 
 
In each school a  sample of approximately 20 teachers  participated in answering 
the questionnaire-surveys. At the time of the data collection process, participants 
were aged between 23 and 63 years old and the average age was 45. Concerning 
the total number of years that they have been working in the teaching profession, 
the average is 19 years and in the case of the total of years working in the school 
they are now, the average is 14 years. The majority of teachers that collaborated in 
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answering the questionnaires have further professional qualifications. Of those, 
26% have a post-JUDGXDWH GLSORPD  KROG D 0DVWHU¶V GHJUHH LQ (GXFDWLRQ
35% have undertaken professional development courses, while 18% have a 
%DFKHORU¶VGHJUHH7KLVLQIRUPDWLRQGHPRQVWUDWHVWKDWPRUH than 60% of teachers 
have undertaken post-graduate or professional development courses. The data also 
indicates that not many teachers have a Master¶V degree which seems logical in 
the Chilean context where MasterV¶ degrees have a stronger research orientation. 
In addition to this, a group of between 7 and 10 teachers per school took part in 
the focus group sessions. All the participants were asked to voluntarily participate 
LQ WKH VWXG\E\ D WHDFKHUV¶ FRRUGLQDWRURUGLUHFWO\ E\ WKHKHDGWHDFKHUV DQG WKH\
accepted the invitation to take part.   
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Student sample 
 
In each school, two classes participated in answering the questionnaire-surveys; 
the total number of students was 374. In the majority of the schools, the student 
sample was higher than 50 participants with the exception of school 2 (Canelo), 
where the number of students who answered the questionnaire was 38. At the time 
that I applied the data collection instruments, the students were aged between 13 
and 18 years old but the majority of them were 16 or 17 years old. In terms of the 
time that students have been in the school, the majority had studied in the school 
between 1 and 4 years. In addition to this, a group of 10 students per school took 
part in the focus groups. Students who took part in the questionnaire application 
and focus group were asked to voluntarily participate in the study by a teachers¶
coordinator.  
 
Parent Sample 
 
In all the schools, the parents of the students who took part in the study were sent 
questionnaire-surveys to answer at home. From a sample of 374 students, 219 
parents returned the questionnaires. In almost all the schools, with the exception 
of school 3 (Rauli), the number of parents who responded to the questionnaire was 
over 30. Of these, 80% were females and 20% males. At the time of the 
application, participants were aged between 28 and 77 years and the average age 
was 43. Of the parents 66% indicated that they were married, 12% single, 10% 
separated and the rest of categories have a very low percentage of cases. In terms 
RISDUHQWV¶OHYHORIVFKRROLQJ, 35% of parents indicated that they did not complete 
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either primary or secondary school. 38% indicated that they completed school. 
The rest did not give information about this aspect. A significant number of 
mothers are housewives and the majority of the rest of parents do manual jobs or 
work in the services or technical industries.  A group of between 7 and 10 parents 
per school accepted to voluntarily participate in the focus group. They were 
contacted by a member of the school OHDGHUVKLS WHDP RU E\ D WHDFKHUV¶
coordinator. Table 4.5.2 details the number of participants who took part in the 
different parts of the fieldwork.  
 
Table 4.5.2: Number of participants who took part in fieldwork 
 
Instruments  
 
 
          Participants 
Questionnaires 
surveys 21 
 
Focus groups22 Interviews 
Students 2 classes per school 
(374 students in total) 
10 participants per 
school. 
 
Teachers 134 teachers in total 7-10 participants per 
school. 
 
Parents 219 parents in total.  7-10 participants per 
school. 
 
Headteachers    1 participant per 
school. 6 
headteachers in total. 
 
  
                                                          
21
 The total number of participants corresponds to the six schools of the sample.  
22
 The number of participants is for each school. 
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4.6 Instruments and techniques of data collection 
 
This research combines quantitative and qualitative methods of data collection. 
The specific instruments and techniques used to undertake the case studies are: 
questionnaire-surveys, focus groups and semi-structured interviews. It is 
important to mention that all my instruments had to be translated into Spanish, 
since the fieldwork was conducted in a Spanish speaking country. The 
questionnaire-surveys and the interviews and focus group schedules were also 
piloted, as will be discussed later in this section. In the following section, I 
explain some of the characteristics of these methods and the criteria that I used to 
select them for my study.  
 
Questionnaire-surveys 
 
In order to address my research questions regarding effective school 
characteristics, instruments and techniques of data collection have been selected. 
One of them is the questionnaire-survey. The objective of the application of this 
instrument was to test if a large number of effective school conditions, commonly 
included in school effectiveness literature, were present in this group of schools. I 
considered that the application of a questionnaire-survey is a pragmatic way to 
survey a large number of respondents about many different topics. Denscombe 
(2010) indicates that the use of questionnaire-survey is appropriate for a large 
number of respondents. This fact makes the possibilities of generalisation of its 
findings greater than if an interviewing method is used. Additionally, the time 
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consumption in the application and analysis processes is less than in the case of 
other data collection techniques such as observation or interviews.  
 
In terms of questionnaire-survey design, Wellington (2000) indicates that it is 
crucial that the questionnaire is targeted to a particular person within an 
organisation. He also mentions that the items should be designed in the form of 
straightforward closed questions. In addition to this, he recommends an attractive 
and clear questionnaire-survey presentation otherwise it may be ignored by 
respondents. I have taken into account these three important considerations in the 
design of my questionnaire-surveys. Firstly, I created three versions to be given to 
the different participants of the study, teachers, parents and pupils. Secondly, I 
used closed questions presented in affirmative or negative sentences that require a 
straightforward answer from the respondent. For each item, the participant has to 
choose an option that corresponds to a number on a Likert Scale. Number 5 
represents a very positive position in relation to the variable; 4 a positive 
perception; 3 a neutral position; 2 a negative perception and 1 a very negative 
position.  Thirdly, each questionnaire version was presented in an attractive and 
clear way. All of them include an introductory section on the first page in which 
the objective of the application and the instructions to answer are described. The 
majority of the sections and statements/items of the questionnaires were included 
in the three versions, but the language has been adapted to the type of participant. 
In the case of students, the vocabulary used in the questions is clearer and less 
technical than in the case of teachers.  
 
130 
 
Concerning the questionnaire-VXUYH\V¶ VWUXFWXUH DQG FRQWHQW HDFK YHUVLRQ
includes some school effective factors and each factor has at least three associated 
items. In total the questionnaire-surveys have approximately 50 items that have 
been designed taking into consideration findings from existing school 
effectiveness studies. From the vast existing literature on the topic, there are 
numerous categorisations of school effectiveness conditions (Scheerens, 1989; 
Levine & Lezotte, 1990; Sammons et al., 1995; Cotton, 1995; Teddlie & 
Reynolds, 2000). These established effectiveness conditions were considered to 
define the factors that I included in my questionnaires, for example, some of them 
DUH ³VFKRRO OHDGHUVKLS´ ³WHDFKLQJ DQG OHDUQLQJ SURFHVVHV´ ³VFKRRO FOLPDWH´
³WHDFKHUV¶SURIHVVLRQDOFRPSHWHQFHVDQGFRPPLWPHQW´³H[SHFWDWLRQRIVWXGHQWV¶
VXFFHVV´ HWF VHH VDPSOH RI TXHVWLRQQDLUH-surveys in Appendices 3 and 4).  In 
addition to the consideration of the extant school effectiveness literature to define 
the main factors included in the questionnaires, I also considered one existing 
instrument developed by other researchers: ISTOF23 TXHVWLRQQDLUHµP\FODVVURRP¶
(students grades 7-12) (Teddlie et al., 2006). This instrument assesses the opinions 
of students about the effectiveness of the teaching and learning processes 
occurring in the classroom. It makes use of a Likert scale for respondents to 
answer the questions. This questionnaire gave me an idea of how to design and 
structure my questionnaires and I have also decided to use a Likert scale. In 
addition, this instrument gave me a sense of the type of items addressing 
classroom effectiveness, which is one of the topics covered in my questionnaire-
surveys. All the versions of my questionnaire-surveys (teachers, students, parents) 
                                                          
23
 International System for Teachers Observation and Feedback. 
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were presented to the Ethics Committee of the University of Nottingham and they 
were also piloted, as will be discussed later in this chapter.  
 
Finally, in terms of response rates, teacher questionnaire-surveys were 
administered to the teaching staff in the 6 schools, the total response rate for the 6 
schools is 134. Student questionnaire-surveys were administered to two different 
classes in each school and the total response rate is 374. Parent questionnaire-
surveys were sent to the parents of the students who responded to the 
questionnaire-surveys in each school and the total response rate is 219 (see Table 
4.5.2).  
 
Focus groups 
 
One of the qualitative techniques of data collection that I used in my study was 
IRFXVJURXSV$FFRUGLQJWR%U\PDQS³7KHIRFXVJURXSPHWKRGLVDQ
LQWHUYLHZZLWKVHYHUDOSHRSOHRQDVSHFLILFWRSLFRULVVXH´,DSSOLHGIRFXVJURXSV
to samples of teachers, students and parents. The main objective of the 
DGPLQLVWUDWLRQ RI IRFXV JURXSV ZDV WR H[SORUH SDUWLFLSDQWV¶ SHUVRQDO FRQVWUXFWV
and perceptions about factors that help to make the schools more or less effective. 
My intention was to get important insights from participants through an in depth 
exploration of the same topics that were addressed in the questionnaire-surveys. In 
addition to this, this exploration aimed to get more emerging factors associated 
with the effectiveness of the school. This technique was applied to different types 
of participants with the objective of getting data from different perspectives. I 
decided to use focus groups as an alternative to the use of interviews because I 
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wanted to get qualitative data from many participants in each school and I did not 
have the time to interview individually a group of students, teachers and parents in 
all the six schools. Focus groups provide the opportunity of getting a number of 
different perspectives in the same collective interview.  
 
Three focus group sessions were undertaken in all the schools, one session with a 
group of 10 students, one with 7-10 teachers and one with 7-10 parents. 
:HOOLQJWRQSLQGLFDWHVWKDW³DIRFXVJURXSLVDVPDOOJURXSPDGHXS
of perhaps six to ten individuals with certain common features or characteristics, 
ZLWKZKRPDGLVFXVVLRQFDQEHIRFXVHGRQWRDJLYHQLVVXHRUWRSLF´The number 
of participants that I defined for the focus groups was 10, the maximum that 
Wellington recommends. I made this decision because I was conscious that 
sometimes not all the expected participants attend so I wanted to make sure that in 
the case of two or three participants not being able to attend at the last minute, I 
would still have enough participants. As I was expecting, some participants did 
not attend the appointment, especially in the case of parents. However, my 
research was not affected by this because in all the sessions I had at least 7 
participants. Regarding the time taken in the sessions, each focus group took 
approximately 45 minutes.  
 
Wellington (2000, p.125) stresses the importance of the organisation and planning 
RIWKHIRFXVJURXSVHVVLRQV³7KHIRFXVJroup needs to be carefully planned and 
FKRVHQZLWKWKHREMHFWLYHVRIWKHUHVHDUFKLQPLQG´ In addition to this, it is also 
important to establish a positive climate of interaction or rapport in the session. In 
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relation to this point, Wellington (2000, p.1LQGLFDWHV³JURXSVPHPEHUVQHHGWR
EHDWHDVHDQGVHDWHGVRWKDWDOOWKHJURXSFDQPDNHH\HFRQWDFWZLWKWKHRWKHU´ 
 
The focus groups were carefully planned and organised. I piloted the focus group 
application some months before the main study application. I encountered some 
minor problems in the pilot study, so I considered some potential inconveniences 
in advance and I prevented them happening again. Unfortunately, even when I 
tried to organise more efficiently the attendance of participants to the focus groups 
in each school, especially in the case of teachers or parents, some participants did 
not attend the appointments. Secondly, regarding the climate of interactions 
during the sessions, I tried to establish a positive rapport with the participants 
which was facilitated by my previous experience as a teacher and educational 
counsellor used to working with groups of people. In general, participants were 
well disposed to take part in the pilot study.  
 
In order to organise each session better and encourage more participation from 
stakeholders (students, teachers, parents), I used a big poster with a mind map that 
ZDVSXWRQDERDUG ,WKDGWKHZRUGVµVFKRROHIIHFWLYHQHVV¶ LQ WKHFHQWUHDQGDOO
the pre-conceived factors of effectiveness surrounding the main words and 
connected to it with arrows.  Participants were asked to give their perceptions and 
opinions about the presence of the educational effectiveness conditions described 
on the mind map in their schools. They were also encouraged to think about other 
factors that could be associated to the greater or lesser effectiveness of their 
schools and I wrote them in some blank spaces that were left in order to add more 
factors given by the participants. I managed to cover all the topics considered in 
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the schedule and we also discussed other emerging topics that might help to 
understand the effectiveness in their schools. All the focus group sessions were 
recorded JLYHQ WKH JURXS¶V SHUPLVVLRQ and some notes were taken by the 
researcher.   
 
Semi-structured interviews 
 
In order to get data on the opinions and perceptions of headteachers about the 
effectiveness of their institutions, I decided to use semi-structured interviews. In 
this case, the use of interviews is appropriate because I have just one participant 
per school, so I conducted six interviews in total. Each interview lasted 
approximately one hour. I decided to use semi-structured interviews because it 
allows more flexibility in the interaction with the interviewee than a structured 
interview. A semi-structured interview provides the researcher more control over 
the schedule. For example, during the interview the researcher may decide to 
adapt some of the questions depending on the flow of the conversation, he or she 
can also decide to add more questions in order to explore in more depth some of 
the topics. For Wellington (2000, p.74) a semi-VWUXFWXUH LQWHUYLHZ ³DOWKRXJK LW
GHSHQGV JUHDWO\ RQ WKH WDFWLFV DQG LQWHUDFWLRQV LV RIWHQ WKH PRVW YDOXDEOH´ ,Q
addition to this, another important factor that I considered in the administration of 
WKHLQWHUYLHZVZDVWKHµUDSSRUW¶,WULHGWRFUHDWHDSRVLWLYHDQGSOHDVDQWFOLPDWHLQ
the interaction with all my interviewees.  
 
Finally it is important to indicate that I used a semi-structured interview schedule 
with a checklist of topics closely linked with the factors included in the 
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questionnaire-surveys. I was successful in covering all the topics and, 
DGGLWLRQDOO\ , JRW VRPH YDOXDEOH LQVLJKWV WKDW HPHUJHG IURP SDUWLFLSDQWV¶
responses. All the interviews were recorded, givHQWKHLQWHUYLHZHHV¶SHUPLVVLRQ
In addition, some notes were taken by the researcher.  
 
4.7 Pilot study  
 
The pilot study was conducted in two secondary schools in Concepción, Chile. 
One of the piloted schools has been included in the main sample of the study but 
the participants who took part in the pilot study did not take part in the main 
study. I was very conscious about the fact that in terms of reliability, it was not 
appropriate to have the same participants in the application of the main study. It is 
frequently recommended to pilot different participants in order to obtain more 
reliable data than can be obtained from individuals who have been studied 
previously. The results of people who already know the sort of questions they will 
face might be biased and affect the trustworthiness of the results.  
 
The pilot study was conducted between December 15th and December 23rd in 2008 
In general, the schools willingness to participate was positive, however, there 
ZHUH VRPH SUREOHPV UHODWHG WR WHDFKHUV¶ DYDLODELOLW\ HVSHFLDOO\ LQ RQH RI WKH
schools where the number of participants for the focus group sessions was lower 
than expected. The reason for this was that December is a very busy period for 
Chilean schools because it is the last month of the academic year and frequently 
teachers are very busy finishing all their duties and planning for the next year.  
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The main objective of piloting my instruments was to test their validity. It was 
important for me to confirm if they were really useful to collect the type of data 
that I wanted to collect in order to answer my research questions.  Additionally, 
another important aspect for me was to check if the data collected with these 
instruments had the appropriate quality and relevance for this study. After the 
administration of the instruments and techniques of data collection, I assessed that 
their weaknesses were minimal, especially in the case of the interviews and focus 
groups. 
 
In general, the piloting process gave me valuable information about the quality of 
my instruments and I managed to make the necessary changes for the main study 
fieldwork. The piloting of interviews and focus group applications went well and 
it was not necessary to make many changes to the schedules or to the strategies 
used in their administration. However, some minor problems were encountered in 
the application of questionnaires-surveys. According to Cohen et al. (2000, 
S ³D SLORW KDV VHYHUDO IXQFWLRQV SULQFLSDOO\ WR LQFUHDVH WKH UHOLDELOLW\
YDOLGLW\DQGSUDFWLFDELOLW\RIWKHTXHVWLRQQDLUH´,QWKHFDVHRIP\TXHVWLRQQDLUHV
some ambiguous items and the use of certain unknown terms for some of the 
participants were affecting the validity of the instruments and the reliability of the 
results that those instruments were able to provide. Therefore, in order to improve 
the effectiveness of these instruments, I revised a number of items and adapted the 
vocabulary used in the questionnaire-surveys to suit the different participants.  
 
In conclusion, considering my experience piloting the instruments and the 
feedback that I received from the participants, some minimal corrections were 
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made to their design in order to improve their efficacy and quality. In addition, I 
can indicate that the pilot study was a learning experience in many aspects, 
HVSHFLDOO\ LQ LVVXHVFRQFHUQLQJVFKRROV¶DFFHVV WKHHWKLFDODSSURYDOSURFHVVDQG
application of research instruments.  
 
4.8 Data analysis 
 
As previously discussed in this chapter, my methodological approach is an MM 
parallel design: QUAL + quan Within this design, I have used methodological 
triangulation, which means that I have collected data using different methods that 
in this particular case belong to QUAL and QUAN research traditions. I have also 
used data triangulation, which means that my data come from more than one 
source. In terms of analysis, in the first phase, I have analysed in parallel my 
QUAN and QUAL data.  
 
Analysis of questionnaires (QUAN element) 
 
After a long process of data entry, cleaning and preparation for the analysis using 
SPSS software, I conducted a descriptive statistical analysis of the six schools in 
my sample. The descriptive analysis considered mean scores, mode scores, 
standard deviations, frequencies and bar graphs. In addition to this, I calculated t-
tests scores for many of my variables. The t-test is a statistical technique used to 
explore the differences between two groups. It is employed when the researcher 
wants to know if there is statistical significance between two groups in the 
analysis of certain variaEOHV$FFRUGLQJWR3DOODQWS³7-tests are used 
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when you have two groups (e.g. males and females) or two sets of data (before 
and after) and you want to compare the mean score on some continuous 
YDULDEOHV´7KHUHDUHWZRW\SHVRIW-tests, paired sample and independent sample t-
tests.  
 
In the particular case of this research, I performed independent sample t-tests, 
which means that I compared the mean scores of a number of variables between 
two different groups that corresponded to atypical and typical schools to check 
whether the differences between the two types of schools were significant or not. 
,Q GRLQJ WKLV , ILUVW FKHFNHG WKH UHVXOWV RI WKH /HYHQH¶V WHVW IRU HTXDOLW\ RI
variances, in order to assess whether the variances of the scores for the two groups 
(atypical and typical schools) were the same or not. After this process, I assessed 
the differences between the two groups by checking the results of the Sig. (2 
tailed) column.  Some of the variables that demonstrated significant differences 
EHWZHHQ W\SLFDO VFKRROV DQG DW\SLFDO RQHV ZHUH WKH RQHV DVVRFLDWHG WR µVFKRRO
GLVFLSOLQH¶ µPD[LPL]DWLRQ RI OHDUQLQJ WLPH¶ DQG µH[SHFWDWLRQV RI VWXGHQWV¶ ,Q
general, atypical schools got significantly better results on the results of these 
aspects. Other variables did not demonstrate to be significantly different in both 
types of schools. However, in qualitative analysis stages other significant 
differences between schools emerged.  
 
 While I was performing this quantitative analysis, I was also working on the 
DQDO\VLVRIP\TXDOLWDWLYHGDWDVHWVLQRUGHUWRLQWHJUDWHERWKDSSURDFKHV¶ILQGLQJV
in the next stage of analysis. Eventually, the results of the quantitative statistical 
analysis were triangulated with the qualitative findings and presented in the 
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school profiles (case studies) in an integrated way (see Chapter 5). Additionally, 
the findings from the questionnaire-surveys were also included in the analytical 
tables used in the cross-case analysis process (see Chapter 6).  
 
Analysis of focus groups and interviews (QUAL elements) 
 
In terms of data analysis, each focus group session and interview was transcribed 
and translated into English and the transcriptions were analysed using the 
quaOLWDWLYHGDWDDQDO\VLVVRIWZDUH19LYR$KLJKQXPEHURIµIUHHQRGHV¶DQGµWUHH
QRGHV¶HPHUJHG IURP WKLV ILUVW FDWHJRULVDWLRQSURFHVV VHH H[DPSOH LQ Appendix 
7). For that reason, it was necessary to reorganise the nodes and classify them into 
bigger themes or categories using a mind mapping tool available on the internet24. 
The final resulting themes were included in the school portraits and explored by 
using qualitative information and illustrative quotes (see Chapter 5). In this phase 
of the analysis process, the qualitative data was triangulated with the quantitative 
data and interpreted in an integrated way. In addition to this, the qualitative 
findings of the focus groups and interviews were also considered in the analytical 
tables used in the cross-case analysis process (see Chapter 6).  
 
Integration of QUAN and QUAL data in the school portraits 
 
After the parallel analysis of both QUAN and QUAL data, I wrote six school 
portraits that report my case studies. These portraits include quan + QUAL 
evidence. I have explored the distinctive features that influence the greater or 
                                                          
24
 bubbl.us: brainstorm and mind map online tool.  
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lesser effectiveness of my sample of atypical and typical schools. In doing so, I 
have conducted a thematic analysis integrating the findings of the questionnaire- 
surveys, focus groups and interviews. According to Bazeley (2009, p.205), one of 
WKHVWUDWHJLHVIRULQWHJUDWLQJGDWDLVWKH³V\QWKHVLVRIGDWDJHQHUDWHGIURPDYDULHW\
RI VRXUFHV IRU IXUWKHU MRLQW LQWHUSUHWDWLRQ´ ,Q WKH VFKRROSURILOHV WKDW , ZURWH ,
integrated data from different sources by synthesising the findings and organising 
them into categories. These integrated findings are further interpreted in the next 
chapters. In the process of analysis of each theme or category, I have given a 
greater emphasis to the QUAL approach because my interpretation is focused on 
µXQGHUVWDQGLQJ¶,QP\YLHZWKHPRVWHIIHFWLYHHOHPHQWVWRFRQVLGHULQDFKLHYLQJ
this understanding are the voices of participants and their own interpretation of 
their experiences or circumstances. In this way, the quantitative element is 
integrated in the analysis but its main purpose is to support the qualitative 
evidence.  
 
Cross-case analysis and data integration 
 
In a third phase of analysis, I performed a cross-case analysis by using analytical 
tables where I present findings for all the six schools. In each table I analysed a 
main theme or category that was found to be positively or negatively impacting 
the effectiveness of the schools. For each category, many findings are presented in 
the form of statements or variables. These findings emerged either from QUAN, 
QUAL or both sources of data. In order to present the quantitative data in the 
tables, I had to transform the results of the quantitative analysis (frequencies, 
modes scores) into an opinion scale that employs + 0 ± symbols. The Likert Scale 
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used in the questionnaire-surveys has a very similar structure to this opinion scale. 
In the surveys 5 represents a very positive position in relation to the variable; 4 a 
positive perception; 3 a neutral position; 2 a negative perception and 1 a very 
negative position. The opinion scale follows the same criteria, ++ indicates a very 
positive judgement about the finding; + a positive judgement; 0 a neutral position, 
neither positive nor negative; - a negative judgement and --a very negative 
judgement (see Chapter 6, analytical tables). 
 
While undertaking this process of transformation of numbers into this symbol 
opinion scale, I also had to transform the qualitative data into this type of scale 
that assesses the opinions of participants. In relation to the qualitative data, the 
analysis process was more complex because this type of scale has a quantitative 
logic, so I had to quantify my qualitative data. I tried to assess the level of 
agreement or disagreement with the variable by analysing the intensity of the 
opinions of participants and the number of participants that have the same 
opinion. For example, if teachers, students, parents and the headteacher have a 
similar opinion about the variable, I assigned a positive value to the variable 
expressed in a + or ++ symbol. The process of assigning a value to the intensity 
and repetition of a qualitative finding can be considered a rather unorthodox way 
to quantify qualitative data. A more formal quantification process of qualitative 
data would consider the intensity and repetition of an opinion, but also the 
performance of some quantitative measurements, such as for example calculating 
the exact percentage of negative, positive or neutral perceptions about a variable. 
7HGGOLH	7DVKDNNRUL S DUJXH³TXDQWLWL]LQJPLJKW LQYROYH D VLPSOH
frequency count of certain themes or responses. Conversely, it may consist of 
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more complex ratings of the strength or intensity of those themes or rHVSRQVHV´
In this case, my way to quantify the qualitative finding consisted of an informal 
process of rating the intensity of the perceptions and counting the repetitions of 
particular opinions. In relation to this point, Creswell & Plano Clark (2007, p.139) 
LQGLFDWH ³QRPDWWHUKRZ WKHTXDOLWDWLYHGDWD LV WUDQVIRUPHG WKH UHVHDUFKHUPXVW
consider that the counts may not be an accurate representation of the themes and 
NHHSWKLVLQPLQGGXULQJWKHDQDO\VLVDQGLQWHUSUHWDWLRQRIWKHWUDQVIRUPHGGDWD´
Considering this, one should be very careful in the interpretation of transformed 
data.  
 
In the particular cases in which the variables are informed by both qualitative and 
quantitative sources of information, first I have made a parallel analysis of my 
qualitative and quantitative findings and a transformation into the symbol scale. 
After that, I integrated both strands by assigning a final symbol to each variable 
that is the result of the integration of both the quantitative and qualitative data 
sources about the same variable or finding (see Chapter 6, analytical tables). In 
simpler words, it is a sort of average result of the addition of the separate values 
(symbols) of my qualitative and quantitative data sources. When there is only 
qualitative or quantitative data for a variable, I used only the available source of 
information to assign a value to the finding. After the analysis of all the individual 
variables or findings related to a theme or category, I made an overall judgement 
about the general situation of each theme per school. At this point, it is possible to 
indicate that the QUAL and QUAN data are fully integrated in a final value 
related to the specific category per school. Based on this judgement, I made a 
general interpretation of the results and a comparison between atypical and typical 
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schools. The interpretations were done in a narrative way, without the use of any 
numeric element to support the conclusions. Therefore, it is possible to indicate 
that at this level the quantitative data that was integrated with the qualitative data 
in the tables and expressed in a final average V\PERO KDV EHHQ µTXDOLWL]HG¶ DQG
presented in the form of interpretations and conclusions of the category. However, 
it is not clear that transforming quantitative information into narratives could be 
considered a formal procedure of qualitizing data. It could be also regarded as a 
common interpretation process. However, there are many studies that use 
quantitative data based on responses to survey items to generate qualitative 
profiles (Taylor & Tashakkori, 1997; Sandelowski, 2003; Ivankova, Creswell & 
Stick, 2006).  
 
It is important to emphasise that the techniques of quantifying and qualitizing data 
are still in a development process, since the use of effective data integration 
within mixed methods research is relatively new. Creswell & Plano Clark (2007) 
have acknowledged tensions in the use of these techniques and the necessity to 
develop strategies more accurate for data transformation purposes:  
³0RUHZRUNQHHGVWREHGRQHWRH[SDQGWKHWHFKQLTXHVIRUTXDQWLI\LQJ
qualitative data and to develop the analysis option for such 
transformed data. Writers have written even less about transforming 
quantitative data into qualitative data. This area is ripe for researcher 
LQQRYDWLRQDQGIXWXUHUHVHDUFK´S  
 
 
Finally, in the last phase of the cross-case analysis, I have explored and 
interpreted only the main categories with their corresponding integrated overall 
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4.9 Ethical issues 
 
In doing educational research, ethical considerations have to be explored 
regarding the design, methods, conduct of research, analysis, and presentation of 
UHVXOWV$FFRUGLQJWR:HOOLQJWRQS³WKHPDLQFULWHULRQIRUHGXFDWLRQDO
UHVHDUFK LV WKDW LW VKRXOG EH HWKLFDO´ 'HQVFRPEH  S LQGLFDWHV WKDW
³VRFLDOUHVHDUFKHUVDUHH[SHFWHGWRDSSURDFKWKHLUWDVNLQDQHWKLFDOPDQQHU´+H
contiQXHV DUJXLQJ ³researchers have no privileged position in the society that 
justifies them pursuing their interests at the expense of those they are studying - 
no matter how valuable they hope the findings might be´)RUWKHSXUSRVHVRIWKLV
study, I operate under the BERA guidelines (BERA 2004) which consider that 
³DOO HGXFDWLRQDO UHVHDUFK VKRXOGEH FRQGXFWHGZLWKLQ DQ HWKLFRI UHVSHFW IRU WKH
person, knowledge, democratic values, the quality of educational research and 
DFDGHPLF IUHHGRP´ $V SDUW RI WKH SURFHVV RI JHWWLQJ HWKLFDO DSSURYDO IURP WKH
Ethics Coordinators of the School of Education of The University of Nottingham, 
I discussed the design of my surveys, interviews schedules and focus groups 
schedules with my supervisors. I tried to adapt the use of language to the different 
groups of participants in order to produce instruments more appropriate and clear 
for them.  
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5HVHDUFKHU¶VUROH 
 
Before the data collection process, I went through a process of reflection about my 
role as a researcher and the ethical implications that my work was going to have 
for participants and, more generally, for the institutions. In relation to this, firstly, 
, ZDV FRQFHUQHG DERXW WKH HWKLFDO DVSHFW UHODWHG WR WKH SDUWLFLSDQWV¶ SHUsonal 
treatment. As a teacher, I am used to dealing with groups of students and I am 
confident of my capacity to approach people with empathy and respect. 
Wellington (2000, pp.56- LQGLFDWHV WKDW ³KRQHVW\ DQG RSHQQHVV VKRXOG
characterise the relationship between researchers, participants and institutional 
UHSUHVHQWDWLYHV´ 'HQVFRPEH  S KDV D VLPLODU YLHZ LQ WHUPV RI WKH
SULQFLSOHV RI UHVHDUFK HWKLFV DQG DUJXHV ³UHVHDUFKHUV VKRXOG RSHUDWH LQ DQ RSHQ
and honest manner with respect to the investigDWLRQ´7KLVKRQHVW\DQGRSHQQHVV
in the relationship with participants should avoid any possibility of ambiguity and 
misrepresentation in relation to the nature of the study. Researchers need to be 
clear about the objectives of the application of instruments and about the type of 
role required from the participants. Secondly, I was also concerned about the 
ethical professional aspect. Denscombe (2010, p.336) indicates that researchers 
QHHG WR GHPRQVWUDWH ³KRQHVW\ DQG LQWHJULW\ LQ WKH FRQGXFW RI UHVHDUFK´ This 
LQYROYHV WKHSURYLVLRQRI³IDLUDQGXQELDVHG LQWHUSUHWDWLRQRI WKHLU ILQGLQJV´DQG
WKH DFNQRZOHGJHPHQW RI ³DQ\ VSRQVRUVKLS RU YHVWHG LQWHUHVWV UHODWLQJ WR WKH
UHVHDUFK´ 
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Informed consent, confidentiality and anonymity 
 
One of the necessary requirements to get ethical approval from the University of 
Nottingham to undertake a research project was to produce a participant consent 
form (see Appendix 1). In this document it was clearly stated that participation in 
the study was totally voluntary and participants could decide to leave the study at 
any stage if they felt uncomfortable or not able to continue. Before signing the 
consent form, participants need to have enough information about the study, in 
order to decide whether they want to participate or not (see Appendix 2). 
Therefore, I gave each participant a document providing information about the 
research. I also indicated clearly in the consent form the kind of commitment 
expected from participants. In addition to this, the consent form also ensured the 
participants that all the data that they gave would be treated with absolute 
confidentiality. In relation to this point Denscombe (2010, p.334) suggested that it 
is very important to inform the participants what security measures will be taken 
to ensure the confidentiality of the data. For example, that the pieces of data that 
they could give will be kept in a secured place and that they will not be disclosed.  
 
Another important ethical aspect is to guarantee the anonymity of participants and 
organisations that have taken part in the research. In this particular study, I have 
also considered this aspect which is stated on the consent form. All the 
instruments of data collection are anonymous, thus participants are not identified 
individually. To summarise: it is important to mention that during the whole 
process of data collection, analysis and writing up, I have always acted in a 
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strictly ethical way, respecting what was agreed with individual participants and 
schools.  
 
4.10 Assessing the quality of the design and inferences of this MM study 
 
In order to assess the quality of the design of this study and the types of inferences 
produced, I will use some of the criteria described by Teddlie & Tashakkori 
(2009, pp.301- DQG VRPH RI WKH HOHPHQWV SUHVHQWHG E\ 2¶&DWKDLQ 
pp.550-551). These authors propose some criteria to evaluate MM research. Two 
JHQHUDO DVSHFWV WKDW WKH\ FRQVLGHU LQ DVVHVVLQJ UHVHDUFK TXDOLW\ DUH ³GHVLJQ
TXDOLW\´DQG³LQWHUSUHWDWLYHULJRXU´ 
 
,Q WHUPV RI ³GHVLJQ TXDOLW\´ WKHVH DXWKRUV LQGLFDWH WKDW WKH GHVLJQ KDV WR EH
appropriate in aspects such as addressing the research questions and matching 
with the stated purpose for doing MM research. In this particular study, the choice 
of a multiple case study design, and the employment of different methods of data 
collection and strategies for the analysis is appropriate for the purposes of my 
study. I am assessing the effectiveness of a group of schools and, as complex 
social organisations, in depth case studies that are informed by different sources 
of data seem to be very pertinent in evaluating school processes. For example, in 
terms of the suitability of my research methods, and considering that I am 
analysing many aspects of the schools, the use of questionnaire-surveys has been 
very useful in obtaining data on a considerable number of topics. It has also 
contributed to adding reliability and generalisability to my findings, since this 
method allows the surveying of a high number of participants. The use of focus 
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groups and interviews has been very useful to analyse in more depth some main 
topics, adding to the trustworthiness of my findings. In general, this process of 
methodological triangulation, combined with the data triangulation (data coming 
from different types of respondents) has increased the possibilities of generating 
robust research insights that provide better answers to my research questions. 
 
The adequacy of the design is also important, which means that the procedures of 
the study (sampling, data collection, data analysis) have to be implemented with 
the necessary rigour and effectiveness required to obtain the expected results. The 
GHVLJQKDV WREHFKDUDFWHULVHGE\³ZLWKLQ-GHVLJQFRQVLVWHQF\´ZKLFKPHDQV WKDt 
the components have to fit together and be linked in a logical way. Finally, the 
GHVLJQKDVWRGHPRQVWUDWH³DQDO\WLFDGHTXDF\´ZKLFKLQGLFDWHVWKDW WKHDQDO\VLV
procedures and strategies have to be adequate and implemented in an efficient 
manner in order to answer the research questions. In relation to these aspects, the 
processes of sampling, data collection and data analysis have been informed by 
the detailed study of the literature on the best procedures to conduct an MM study. 
For example, in terms of data collection, I have ensured that all the instruments 
used for this purpose are carefully designed, piloted and applied (see sections 4.6 
and 4.7). Regarding the data analysis, I have used procedures of integration and 
data transformation used in integrative MM studies that have been described by 
authors such as Creswell, Teddlie and Tashakkori (see section 4.8). I have tried to 
be consistent in the application of the analysis phases within a parallel MM design 
with integration procedures. The phases included, parallel data analysis; data 
integration and interpretation in the profiles; data transformation, integration and 
interpretation in the analytical tables; in depth analysis of integrative findings in 
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the discussion section and synthesis of findings in the conclusion section. These 
steps have followed a logical sequence and are consistent with the aims of this 
research.  
 
&RQFHUQLQJ ³LQWHUSUHWLYH ULJRXU´ WKH ILQGLQJV KDYH WR EH FKDUDFWHULVHG E\
³LQWHUSUHWDWLYH FRQVLVWHQF\´ DQG E\ ³WKHRUHWLFDO FRQVLVWHQF\´ ³,QWHUSUHWDWLYH
FRQVLVWHQF\´UHIHUVWRWKHIDFWWKDWWKHGLIIHUHQWLQIHUHQFHVDERXWWKHVDPHILQGLQJV
KDYHWREHFRQVLVWHQWZLWKHDFKRWKHUDQG³WKHRUHWLFDOFRQVLVWHQF\´LV WKHGHJUHH
to which inferences are consistent with the theory in the specific field. In relation 
to these aspects, I can indicate that my findings are characterised by having a 
JRRGOHYHORI³LQWHUSUHWDWLYHFRQVLVWHQF\´ZKLFK LVGHPRQVWUDWHGE\WKHIDFW WKDW
my QUAL and QUAN inferences are consistent between them. My qualitative 
findings are complemented by the quantitative ones. In fact, I was able to 
corroborate the findings of one of my strands with the findings of the other, which 
facilitated their integration in the school profiles. There is coincidence of both 
types of data in the majority of findings, although in some cases a particular 
finding was only supported by one of the data sources (see Chapter 6, analytical 
tables). In terms of theoretical consistency, it is evident from the research 
literature (see Chapter 3, section 3.7) that my findings are consistent with the 
theory produced in the field. The majority of factors found in my research have 
been previously identified in school effectiveness studies.  
 
2WKHU HOHPHQWV WKDW FRQWULEXWH WR WKH µLQWHUSUHWLYH ULJRXU¶ DUH ³LQWHUSUHWDWLYH
DJUHHPHQW´DQG³LQWHJUDWLYHHIILFDF\´7KHILUVWGHVFULEHVWKHH[WHQWWRZKLFKWKH
LQIHUHQFHV DUH LQ DJUHHPHQW ZLWK RWKHU UHVHDUFKHUV¶ YLHZV RU ZLWK SDUWLFLSDQWV¶
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constructions. In relation to this point, I can indicate that my views coincide with 
those of many other researchers, since the fact that the traditional literature on 
school effectiveness has identified similar findings reveal that these researchers 
KDYH DUULYHG DW VLPLODU LQWHUSUHWDWLRQV DQG FRQFOXVLRQV 5HJDUGLQJ ³LQWHJUDWLYH
efILFDF\´ WKLV FRQFHSW LV DVVRFLDWHG ZLWK WKH H[WHQW WR ZKLFK ERWK 48AN and 
QUAL inferences are consistently integrated. I believe that the majority of my 
findings have been consistently integrated because, as already suggested in this 
section, I have followed a rigorous process of data analysis which has included 
processes of data transformation and integration. Furthermore, the integration of 
the data has been done at different phases of the study (school profiles and 
analytical tables).  
 
Finally, it is important to indicate that even though I have attempted to ensure that 
my research design and methodological approach has the necessary conditions to 
provide quality findings and consistent research inferences, the results of a study 
can always be biased by the subjective interpretation of the researcher. In relation 
to this point, I have tried to be as objective as possible, but complete objectivity is 
never possible.  
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4.11 Summary 
 
In this chapter, I have described my research methodology in detail. Firstly, I 
provided a rationale to justify my methodological choices. This reflection 
explored my ontological and epistemological assumptions which consider reality 
as a human construct. I argued that in order to understand this reality, it is 
important to take into account the interpretations and voices of the actors. After 
having reflected about my way of understanding and producing new knowledge 
about the particular reality I am addressing with this research, I needed to select a 
particular methodology to approach the problem. In this case, I have used a mixed 
methods (MM) approach which, I believe, is an appropriate way to address 
schools. Educational institutions are complex organisations that have to be studied 
while considering a lot of different aspects and types of participants. For that 
reason, in the study of schools, it is more appropriate to use a methodological 
approach that employs multiple methods of data collection and analysis of 
findings rather than methods necessarily coming from the same research tradition. 
With the selection of this particular methodology, I have also ignored the 
epistemological wars and controversies that characterise mixed methods use 
because I argue that any method that can help me to answer my research questions 
is justified, independent of the particular epistemology adopted.  
 
Another important element considered in my methodological plan was the 
selection of an appropriate research design. I decided to use case studies in the 
analysis of each school because it is an approach that allows the researcher to 
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study a phenomenon in depth. In addition to this, case studies provide the 
opportunity to combine many methods in the analysis of a case.  
 
In the later sections of the chapter, I have addressed the sampling procedures, 
research methods and data analysis strategies. Additionally, I have discussed 
issues concerning school access, piloting of instruments and ethical procedures. 
Finally, in the last section, I have reflected about some of the criteria used to 
evaluate the appropriateness of my research methodology and the quality of my 
research inferences. In the next chapter, I present the six school portraits that I 
have produced based on the analysis of the six case studies.  
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5. School Portraits 
 
5.0 Introduction 
 
In this chapter, I present the six schools that I have selected for this study. The 
first four schools are atypical institutions and the last two typical25. My 
classification of the schools into these two groups was based on the results that 
these six institutions demonstrated in the examination used to measure the quality 
of Chilean education (SIMCE)26. Through the use of case studies which include 
quantitative and qualitative evidence, I have addressed the main aspects of school 
effectiveness. The exploration of these specific factors was firstly determined by 
the study of the literature (see Chapter 3). This gave me a specific framework to 
approach the study of these schools, bearing in mind some models of school 
effectiveness and some common factors that have been found in school 
effectiveness studies. In addition to this, I considered the emergence of new 
factors from my data. I can argue that my study concluded that many of the 
factors that have traditionally characterised effective schools are present in my 
sample of more effective schools.  
 
All the schools selected for this study share some common characteristics. For 
example, all of them are vocational institutions which provide secondary 
education targeted at a disadvantaged student intake. For ethical reasons, I have 
                                                          
25
 See Chapter 4, section 4.5, for a description of atypical and typical schools. 
26
 See Chapter 2, VHFWLRQµQDWLRQDODVVHVVPHQWV\VWHP¶6,0&( 
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used pseudonyms to identify my atypical and typical schools.  These names 
correspond to the denominations of some native trees from Chile. As already 
indicated in a previous chapter (see Chapter 2, section 2.1), these schools are 
located in two important regions of Chile which are the most prominent in the 
country. Araucaria, Rauli, Avellano and Quillay are located in different cities 
from the Bío Bío Region and Canelo and Lenga are located in the Metropolitan 
Region, specifically in Santiago, the capital of Chile. 
 
Finally, it is imperative to point out that this chapter does not attempt to provide 
an extensive and deep analysis of the factors that positively influence or 
negatively impact the effectiveness of these institutions. It is rather a presentation 
of the six cases that are the product of the data collection process and data 
analysis of my qualitative and quantitative sources.  
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5.1 Atypical school portraits 
 
In the following pages I present the school portraits of the four atypical 
institutions. In the process of analysing the data, I produced many different 
categorisations of effectiveness factors. However, in trying to establish the 
common factors of these four schools, I eventually finish with 5 main categories. 
The specific factors that demonstrate an association with the greater effectiveness 
of these institutions are µSRVLWLYH VFKRRO FOLPDWH¶ µVFKRRO SUDFWLFHV IRFXVHG RQ
DFDGHPLF VXFFHVV¶ µHIIHFWLYH VFKRRO OHDGHUVKLS SUDFWLFHV¶ µKLJK WHDFKHU
professional FRPPLWPHQW¶DQG µKLJKH[SHFWDWLRQVRI VWXGHQWV¶ ,W LV LPSRUWDQW WR
mention that not all these factors have the same level of importance in all the 
effective schools.  
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SFKRROSRUWUDLW³$UDXFDULD27´DW\SLFDOVFKRRO 
 
5.2 Background information of Araucaria School 
 
Number of students28: 1,184. 
Classification for type of administration and funding29: Corporation school with 
public funding. 
Orientation30: Technical-vocational school.  
Socio-economic group31: B (2003) C (2006-2008).  
City: Concepción, Chile 
 
5.3 General profile 
 
Araucaria School is an institution that provides education at both primary and 
secondary levels. This institution is located in Concepción, an important city in 
the south of Chile. At the secondary level, this school has a technical-vocational 
orientation and currently offers three specialisation courses: administration, 
industrial assembly and secretarial studies. Araucaria School is administered by a 
corporation (see Chapter 2, section 2.2). This association is a non-profit institution 
which administers seven schools in the country and its aim is to provide quality 
education in the Construction and Administration area.  
                                                          
27
 Pseudonym used for this school.  
28
 Number of students at the time this study was conducted (June, 2009). 
29
 See Chapter 2, section 2.2, for a description of the classification of schools in Chile depending 
on their type of administration and funding.  
30
 See Chapter 2, section 2.2, for a description of the different orientations of schools in Chile.  
31
 See Chapter 4, section 4.5, for a description of the socio-economic groups included in the 
sample.  
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The majority of students attending these schools come from low-income families 
and vulnerable social contexts. These families see in this school a possibility for 
their children to learn a vocational specialisation that will allow them to have a 
job in the future. Araucaria also provides opportunities for students to continue 
their education in technical higher education institutions, as part of the agreements 
that the corporation has with a number of colleges and technical universities that 
offer scholarships for students who demonstrate very good academic performance. 
This is regarded by students and their families as one of the advantages of 
studying in this school.  
 
7KHVFKRRO¶VYLVLRQDQGPLVVLRQVWDWHYHU\FOHDUO\WKDW$UDXFDULDDLPVWRDGGUHVV
studenWV¶KROLVWLFGHYHORSPHQWZKLFKLQYROYHVWKHDFDGHPLFVRFLDODQGSHUVRQDO
aspects. Therefore, in all aspects of schooling school staff try to encourage the 
development of positive social skills and moral values in students. For example, 
there are some specific initiatives that promote personal and social development 
HGXFDWLRQVXFKDVWKHVXEMHFW³GHYHORSPHQWRIWKHHQWHUSULVLQJVSLULW´WKDWDLPVWR
GHYHORS DELOLWLHV DQG YDOXHV LQ VWXGHQWV 7KHUH LV DQRWKHU SURMHFW FDOOHG ³VHOI-
esteem and learning developmeQWLQODQJXDJHDQGPDWKHPDWLFVHGXFDWLRQ´ZKLFK
SURYLGHVH[WUDDFDGHPLFVXSSRUWDQGUHLQIRUFHVVWXGHQWV¶VHOI-esteem. 
 
Finally, it is important to indicate that this school has high prestige in its 
community which can be explained by the quality vocational educational 
opportunity it provides. This is demonstrated by the good academic results it 
achieves when compared with schools with similar characteristics. In the 
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following lines, I present the main effectiveness features that have been identified 
in this case study.  
 
5.4 Analysis of distinctive school features influencing educational 
effectiveness 
 
Focus on success  
 
As previously indicated, this school is administered by a corporation which 
manages vocational schools and its main objective is to educate students to work 
in the construction industry. In addition to this, this corporation has a commitment 
to working with socially disadvantaged communities. The main aim of this 
organisation is to achieve educational excellence and maintain high standards. 
The majority of schools administered by this corporation have good academic 
results in comparison with schools serving similar student populations. In the case 
of Araucaria School, it is possible to observe that some management strategies 
used by this corporation have a very positive influence on the effectiveness of the 
school. 
 
)LUVWO\ µSODQQLQJ¶ LV D IXQGDPHQWDO SURFHVV IRU WKLV RUJDQLVDWLRQ HVSHFLDOO\ LQ
relation to the specific actions that have to be undertaken in order to succeed. 
There is a strategic plan conceived to cover a period of three years, which means 
an organised working system where nothing is improvised. The plan includes 
around 70 school goals and the achievement of these depends on the collaborative 
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effort of all the stakeholders. The creation of this plan is internal, as the 
headteacher indicated:  
 
³7KHVFKRROZRUNLQJV\VWHPLVWKHUHVXOWRIVWUDWHJLFSODQQLQJWKDW
LV JHQHUDWHG LQ WKH VFKRRO EXW LV HYDOXDWHG E\ WKH FRUSRUDWLRQ´
(Headteacher)  
 
7HDFKHUV¶RSLQLRQVDUHFRQVLGHUHGLQWKHGHVLJQRIWKLVSODQDQGWKH\FDQSURSRVH
some of the goals to be included. This point is particularly interesting because 
teachers assume an active role in the achievement of school success by suggesting 
what needs to be done in order to improve. It is very positive that school 
improvement initiatives are generated inside the school because the main actors of 
the educational scene (e.g. students, teachers) know best the weaknesses of the 
systems. Nevertheless, it is also recommended that external bodies, such as this 
corporation, evaluate these initiatives in order to provide judgements without the 
usual prejudices and subjectivities that the school members may have about their 
own organisation.  
 
6HFRQGO\µDFFRXQWDELOLW\¶LVDOVRYHU\LPSRUWDQWIRUWKLVFRUSRUDWLRQDQGIRUWKLV
reason, the evaluation processes of the school results are given high importance.  
For example, teaching staff have to demonstrate their achievement of the goals 
GHVFULEHG LQ WKHVWUDWHJLFSODQ7KHUHIRUH WKHUH LVDYHU\GHPDQGLQJµSURFHVVRI
WHDFKHUHYDOXDWLRQ¶HYHU\\HDUDQGHDFKWHDFKHUKDVWR demonstrate a high level of 
SURIHVVLRQDOSHUIRUPDQFHWRJHWWKHUHVXOWVH[SHFWHGLQWKLVHYDOXDWLRQWHDFKHUV¶
performance is marked and teachers need to get, as a minimum mark, an 80% of 
efficiency). If they do not achieve the level of performance expected from them, 
they are given a maximum of three years to attain this level. If they are 
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unsuccessful within the three years, they cannot continue teaching in the school. 
Some of the criteria used in this evaluation are described by the headteacher in the 
following testimony:  
 
³7KHUH KDV EHHQ D V\VWHP RI HYDOXDWLRQ VLQFH  ,W LQFOXGHV
classroom supervision; accomplishment of commitments that 
teachers sign; management of administrative-pedagogical duties; 
SURIHVVLRQDOUHVSRQVLELOLW\WHDFKHUV¶self-HYDOXDWLRQDQGVWXGHQWV¶
evaluation of teachers. Teachers who get good results are given 
PRQH\LQFHQWLYHV´+HDGWHDFKHU 
 
This demanding process of evaluation and the high level of professional 
performance expected from teachers are clear indications RI WKH VFKRRO¶V KLJK
IRFXV RQ DFKLHYHPHQW 7HDFKHUV¶ DWWLWXGHV LQ UHODWLRQ WR WKLV HYDOXDWLRQ DUH
positive with 100% of them indicating that they are happy to be evaluated in their 
teaching practices and receive feedback. In this school, it is common practice to 
give feedback to teachers about their performance. In fact, 82% of teachers 
indicated that they frequently receive feedback from the school administration 
about their work.  
 
,QDGGLWLRQWRWKHµSURFHVVRIHYDOXDWLRQRIWHDFKHUSHUIRUPDQFH¶WKHFRrporation 
SODFHVKLJKLPSRUWDQFHRQµH[WHUQDODVVHVVPHQW¶RIVWXGHQWV¶DFDGHPLFRXWFRPHV
This school places a particularly high importance on the SIMCE examination and 
also on the internal standardised tests applied in all the schools administered by 
this corporation. However, no special preparation is provided for the university 
admission test (PSU32) because of the vocational orientation of the school. 
Araucaria takes external assessment seriously, for example, 93% of students 
indicated that this school expects them to do well in SIMCE. In addition to this, 
                                                          
32
 PSU VWDQGVIRUµ3UXHEDGH6HOHFFLóQ8QLYHUVLWDULD¶ZKLFKWUDQVODWHVDVµ8QLYHUVLW\$GPLVVLRQ
7HVW¶ 
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77% of teachers said that the school places a lot of importance on the aspects of 
the curriculum that are measured by SIMCE, as it is possible to infer from the 
following comment by a teacher: 
 
³7KHUHis a special planning of actions that have to be undertaken 
by teachers of the subjects and levels that are measured by 
6,0&(´7HDFKHU 
 
However, preparation is not only about content, but about creating awareness in 
students of the importance of this examination for them and also for the school. 
Students are conscious that good results demonstrate that their own learning has 
been effective. In addition, high levels of student attainment mean extra funding 
opportunities for the school and social prestige. Finally, it is important to mention 
that the corporation aims for the schools it administers to make a difference in 
terms of SIMCE results when compared with other schools. In fact, they gradually 
evaluate the level of student achievement and prepare students for external 
assessment via the internal evaluation system that the corporation uses to evaluate 
all the schools under its administration.  
 
Another accountability practice promoted by the corporation is the student 
µIROORZ-up process.¶ 7KH FRUSRUDWLRn is very interested in having accurate 
LQIRUPDWLRQDERXWVWXGHQWV¶IXWXUHFKRLFHVRSSRUWXQLWLHVDQGFDUHHUV LQRUGHUWR
evaluate the general effectiveness and results of the school.  
 
7KLUGO\ WKH FRUSRUDWLRQ SURPRWHV WKH XVH RI µLQFHQWLYHV¶ DV D ZD\ WR motivate 
staff and students. Incentives are mainly used to encourage them to perform 
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better, but sometimes they are also used, as a way to motivate them to become 
more involved in school matters, as this testimony indicates:  
 
³,Q WKH SDVW LW ZDV GLIILFXlt to motivate students to assume 
leadership positions. Now, they participate more because they have 
EHHQ RIIHUHG VRPH LQFHQWLYHV 6WXGHQWV¶ UHSUHVHQWDWLYHV RI HDFK
FODVVJRRQDWULSWRWKHFDSLWDO´7HDFKHU 
 
$FFRUGLQJWRRIWHDFKHUVVWXGHQWV¶motivation increases when they are given 
incentives or rewards. There are incentives for students who demonstrate positive 
qualities in different aspects of schooling, which include public acknowledgement 
and higher technical education scholarships, among other things. There is also an 
effective system of incentives for teachers who achieve outstanding professional 
SHUIRUPDQFHDVGHPRQVWUDWHGLQWKHWHDFKHUV¶HYDOXDWLRQSURFHVV7KHVHLQFHQWLYHV
include public acknowledgment and economic rewards.   
 
Finally, it is important to mention that another school policy encouraged by the 
FRUSRUDWLRQLVWKHKLJKLPSRUWDQFHJLYHQWRµWHDFKHUV¶SURIHVVLRQDOGHYHORSPHQW¶
The corporation is very interested in having a well prepared teaching staff, thus, 
teachers are expected to take part in professional development courses arranged 
by the corporation or offered by the Ministry of Education.  
 
Teacher professional commitment 
 
In Araucaria school, teachers demonstrate a very high commitment to their 
students and this element has many positive implications in terms of the greater 
effectiveness of this school. Teachers care about their students and their 
commitment to them goes beyond the academic aspect, as the following evidence 
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demonstrates:  
 
³+HUHPDQ\WHDFKHUVVKRZLQWHUHVWLQVWXGHQWVWKH\KHOSXVLQWKH
organisation of activities that have nothing to do with the subjects 
WKH\WHDFK´6WXGHQW 
 
6WDNHKROGHUV¶ SHUFHSWLRQV LQ UHODWLRQ WR WHDFKHUV¶ FRPPLWPHQW DUH SRVLWLYH )RU
example, 87% of students indicate that teachers demonstrate genuine interest in 
VWXGHQWV¶OHDUQLQJDQGRIVWXGHQWVDQGRISDUHQWVWKLQNWKDWWHDFKHUVDUH
understanding DQG DSSURDFKDEOH 7KH WHDFKHUV¶ GLVSRVLWLRQ WR KHOS VWXGHQWV LQ
different matters is also very high, as a teacher comments:  
 
³6WXGHQWVNQRZWKDW WKH\FDQKDYHWKHVXSSRUWRI WHDFKHUVLI WKH\
have a problem. There is disposition to help on the part of teachers 
DQGVWXGHQWVDUHFORVHWRWKHPDQGWUXVWWKHP´7HDFKHU 
 
This positive teacher disposition to help has an impact on the student-teacher 
relationship, which, in turn, has implications in terms of the respect, discipline and 
DWWHQWLRQ WKDW VWXGHQWV GHPRQVWUDWH GXULQJ OHVVRQV 6WXGHQWV¶ PRWLYDWLRQ DQG
learning is encouraged by a teaching figure who cares about them in the academic, 
social and personal aspects.  
 
Other evidence of the outstanding level of professional commitment of teachers is 
the high motivation that most of them have to take part in professional 
development courses, as can be corroborated by this testimony:   
 
³7KH PDMRULW\ RI WKHP DUH FRQVWDQWO\ JHWWLQJ HQUROOHG LQ
professional development courses in order to improve their 
methodologies or develop better skills to help students in personal 
aspects.´+HDGWHDFKHU 
 
In addition to this, survey data demonstrates that 84% of students and 90% of 
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parents believe that teachers demonstrate an interest in their job. The level of 
SDUHQWV¶ VDWLVIDFWLRQ RI WHDFKLQJ LV YHU\ KLJK ZLWK  RI SDUHQWV H[SUHVVLQJ
pRVLWLYH YLHZV DERXW WHDFKHUV¶ ZRUN Furthermore, 88% of parents and 93% of 
students indicated that teachers are well prepared in the subjects they teach.  
 
One particular practice of this school is to make teachers sign a document at the 
beginning of the year in which they are informed about their responsibilities and 
professional duties. This is a way to make them more conscious about their 
professional responsibilities which go beyond the academic aspect.  
 
Finally, it is important to indicate that teachers themselves emphasised their 
strong professional commitment. They believe that their work is fundamental for 
the effectiveness of the school, as the following evidence suggests:  
 
³$V WHDFKHUV ZH KDYH FRPPitment to our students in terms of 
lesson planning, design of learning material, etc. Almost every 
year, many of us take training courses in order to improve our 
methodologies and teaching techniques. It is demonstrated in our 
VWXGHQWV¶UHVXOWV´7HDFKHU 
 
School climate 
 
In general, teachers, parents and students indicate that there is a climate of respect 
and positive interactions in the school. For instance, 95% of teachers believe that 
the school climate is positive and collaborative. This characteristic is favourable 
fRU VWXGHQWV¶ FRJQLWLYH VRFLDO DQG SHUVRQDO GHYHORSPHQW *RRG LQWHUDFWLRQV DQG
good discipline in a classroom promote learning and facilitate healthy 
UHODWLRQVKLSV EHWZHHQ SHRSOH ZKLFK KDV LPSOLFDWLRQV IRU VWXGHQWV¶ VRFLDO
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relationships and self-esteem. School members also emphasised the good 
relationship between teachers and students, with 84% of students, 96% of teachers 
and 90% of parents reporting a positive opinion about this interaction. 
Additionally, all the students that participated in the focus group agreed that 
teachers are very supportive and close to them, as this testimony emphasises:  
 
³,Q RXU VFKRRO LW LV YHU\ LPSRUWDQW WKH UHODWLRQVKLS EHWZHHQ
teachers and students. In other schools this relationship is more 
distant, while here you can be a IULHQGRI\RXUWHDFKHUV´6WXGHQW 
 
There is general agreement amongst participants that school discipline is very 
good. The majority of students are considered respectful by their teachers and 
cases of poor behaviour are rare. Of the teachers, 95% indicated that discipline is 
JRRG DQG DOVR  RI WKHP HPSKDVLVHG WKH VWXGHQWV¶ JRRG EHKDYLRXU LQ WKH
classroom. An aspect that was highlighted by participants and that can be 
considered quite unusual in Chilean schools is the system of self-discipline of this 
school. In Araucaria there is not a head of discipline or discipline assistants to 
FRQWURO VWXGHQWV¶ EHKDYLRXU GXULQJ EUHDNV RU ZKHQ VWXGHQWV DUH QRW XQGHU WKH
supervision of a teacher. This uncommon characteristic confirms that the level of 
discipline is extremely positive. Parents also agreed on considering the discipline 
as a positive element in the school. For example, 85% of them considered that the 
school is characterised by an orderly and secure atmosphere and 95% indicated 
that discipline is good. 
 
Finally, it seems that the positive elements that characterise the climate of the 
school have a positive impact on the attitude that a high number of students show 
in relation to the school. For example, 85% of parents indicated that their children 
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feel comfortable and happy in the school.  
 
School leadership  
 
$UDXFDULD¶VKHDGWHDFKHULVSHUFHLYHGDVDQLQIOXHQWLDOOHDGHUE\RIWHDFKHUV
He is a very active person and one of the distinctive elements that characterise his 
style of leadership is his constant interest in getting involved in different school 
LPSURYHPHQWSURMHFWV:LWKWKHFRUSRUDWLRQ¶VVXSSRUWWKLVKHDGWHDFKHULVDOZD\V
DSSO\LQJ IRU H[WHUQDO IXQGLQJ RSSRUWXQLWLHV RULHQWHG WR LPSURYH VWXGHQWV¶
educational outcomes. In addition to this, this leader encourages teachers to enrol 
in professional development courses as this comment suggests: 
 
³, FRQVLGHU P\VHOI D OHDGHU ZKR LV DOZD\V WU\LQJ WR HQFRXUDJH
SHRSOHWRGRWKLQJVDQGLPSURYH´+HDGWHDFKHU 
 
This headteacher also tries to take advantage of the external invitations that the 
school receives, especially if they provide opportunities for improvement of the 
school (e.g. oratory school contests, science contests, etc.). In general, this leader 
demonstrates a high involvement in trying to make Araucaria a better school and 
his proactive and encouraging leadership style has a positive impact on the 
effectiveness of this institution.  
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E[SHFWDWLRQVRIVWXGHQWV¶SHUIRUPDQFH 
 
The evidence from Araucaria demonstrates that expectations of stakeholders 
DERXWVWXGHQWV¶SHUIRUPDQFHDUHKLJK6SHFLILFDOO\RIVWXGHQWVDQGRI
parents indicated that the school expectations of students are very ambitious. An 
impressive 98% of parents indicated that they trust in the capabilities of their 
children to do well. Similarly, 100% of teachers also have the same opinion of the 
VWXGHQWV¶ FDSDFLW\ WR VXFFHHG 7KH\ EHOLHYH LQ WKHLU VWXGHQWV DQG WKH\ WU\ WR
transmit this message to them as this teacher indicates: 
 
³:Hare always telling them that they have the capabilities to be 
VXFFHVVIXOLQZKDWHYHUWKH\FKRRVH´7HDFKHU 
 
In addition, 88% of students are confident of their capabilities; they believe that 
they will achieve good academic results and display good social behaviour. 
Furthermore, 91% of them also indicated that their parents have high aspirations 
for them. This high level of expectations seems to have a positive impact on 
VWXGHQWV¶ DFKLHYHPHQW PRWLYDWLRQ DQG VHOI-belief. For example, the evidence 
demonstrates that in this school students demonstrate significant motivation for 
WKHLU VWXGLHV ZLWK  RI VWXGHQWV¶ RSLQLRQV FRUURERUDWLQJ WKLV ,Q IDFW  RI
students are highly motivated to continue higher education studies, even though 
they are enrolled in a school which offers vocational courses. This significant 
level of motivation is also reflected in the degree of involvement and 
responsibility students demonstrate. For example, 91%, of teachers and 95% of 
parents indicated that students demonstrate responsibility and involvement in their 
own processes of learning.  
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5.5 Summary of findings 
 
1) Factor 1: Focus on success 
x Planning for success. 
x Accountability practices. 
x Incentives. 
x 7HDFKHUV¶SURIHVVLRQDOGHYHORSPHQW 
 
2) Factor 2: Teacher professional commitment 
x Good relationship with students. 
x High commitment with students in matters that go beyond the academic aspect.  
x High disposition to undertake professional development.  
 
3) Factor 3: School climate 
x Positive relationships between school stakeholders.  
x Very good level of discipline. 
 
4) Factor 4: Leadership 
x The headteacher is constantly trying to get the school involved in different 
improvement projects. 
x The headteacher encourages staff to get involved in professional development 
initiatives. 
 
5) Factor 5: Expectations RIVWXGHQWV¶SHUIRUPDQFH 
x Students trust in their own capabilities to succeed. 
x Teachers and parents demonstrate high expectations of students.  
x These high expectations have a positive influence on student motivation.  
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6FKRROSRUWUDLW³&DQHOR33´DW\SLFDO school) 
 
5.6 Background information of Canelo School 
 
Number of students34: 1, 337. 
Classification for type of administration and funding35: Municipal school with 
public funding.  
Orientation36: Technical-vocational school.  
Socio-economic group37: B (2003) C (2006-2008) 
City: Santiago, Chile 
 
5.7 General profile  
 
Canelo School is a secondary institution located in Santiago, the capital of Chile. 
Its students are distributed in three different school shifts: morning shift, afternoon 
shift and evening shift. The evening shift offers secondary education to adults (see 
&KDSWHU VHFWLRQ µVSHFLDO HGXFDWLRQSURJUDPPHV¶7KLV VFKRRORIIHUV WZR
vocational specialisation courses: Accounting and Secretarial Studies. 
 
The majority of students who attend Canelo School are from low-income families. 
Most of them travel from remote parts of the city to attend this school. They 
consider it a good opportunity to be in this vocational institution because their 
                                                          
33
 Pseudonym used for this school.  
34
 Number of students at the time this study was conducted (June, 2009). 
35
 See Chapter 2, section 2.2, for a description of the classification of schools in Chile depending 
on their type of administration and funding. 
36
 See Chapter 2, section 2.2, for a description of the different orientations of schools in Chile. 
37
 See Chapter 4, section 4.5, for a description of the socio-economic groups included in the 
sample. 
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socio-economic status makes it difficult for them to aspire to higher education and 
this school gives students the possibility of getting a technical qualification to 
work in the future and consequently to pay for further studies if they want. 
Students recognise the value of vocational courses, even if the ultimate ambition 
of some of them is to pursue an alternative course of study. In addition to this, this 
school has some agreements with higher education institutions that offer 
scholarships for students.  
 
One of the main reasons attracting students to this vocational school is the 
VFKRRO¶VKLJKHUHGXFDWLRQDOTXDOLW\ZKHQFRPSDUHGZLWKRWKHUVLPLODUVFKRROVDV
demonstrated by the higher level of student achievement in examinations such as 
SIMCE and PSU 6HH &KDSWHU  VHFWLRQ  µQDWLRQDO DVVHVVPHQW V\VWHP¶ DQG
µKLJKHUHGXFDWLRQ¶  
 
Nevertheless, in spite of the high focus given to academic outcomes which 
contributes to the better results of this school in comparison to institutions with a 
similar student intake, school members are conscious that the objective of 
education is not only the provision of knowledge. Therefore, the school is 
committed to giving students the opportunity of achieving personal and social 
development. Canelo is a place where students find a space for personal 
development, for example, the school offers a range of extracurricular activities 
for students to develop artistic, emotional and social skills. Among these activities 
there is a traditional music group of students (estudiantina), a percussion group 
(batucada), capoeira, taekwondo, language academy, sciences academy, dance, 
drama club, chess club, sports clubs, etc.  
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In addition to this, emotional and social, ethical and moral education is also an 
important aspect for the school. Teachers are conscious that they also have a 
formative responsibility with students. For that reason, they are constantly trying 
to reinforce values during lessons. This aspect is also supported by specialised 
school staff, specifically a psychologist and a school counsellor. They prepare 
material to work with students on values and emotional education and offer a 
service of personal and vocational guidance.  
 
After the exploration of the internal processes taking place in this school, I 
identified specific factors related to the greater academic effectiveness of this 
school.  In the following section, I discuss each factor.  
 
5.8 Analysis of distinctive school features influencing educational 
effectiveness  
 
Focus on success  
 
As an institution, Canelo School is very focused on academic results. A highly 
significant 82% of parents consider academic performance of students as one of 
the main objectives of the school. The majority of students (86%) also agree; they 
consider studenWV¶ OHDUQLQJ DQG DFDGHPLF SHUIRUPDQFH DV RQH RI WKH PRVW
important school goals. Teachers are also more likely to give higher importance to 
the academic performance and results of students, rather than to aspects such as 
VWXGHQWV¶ZHOO-being, social development and value acquisition. These aspects are 
also important for them, but they are not considered more important than the 
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VWXGHQWV¶DFDGHPLFUHVXOWV7KHKLJKLPSRUWDQFHJLYHQWRVWXGHQWV¶DWWDLQPHQWLQ
this school, along with the fact that there is a plan of action oriented to achieve the 
academic success of the school, have a positive impact on academic outcomes.  
 
Furthermore, the fact that Canelo is characterised by good academic results in 
external examinations has a high impact on the prestige of this institution in the 
community, especially, when compared with other vocational schools in Santiago. 
For years this school has had one of the best results in SIMCE among vocational 
schools in the country. Canelo also has very good results in the university 
admission examination, PSU, even though this is a vocational school which is 
supposed to emphasise the vocational preparation of students rather than the 
academic one. Teachers invest time and effort preparing students for these 
external examinations because they want to keep this prestige and continue being 
considered an effective school with good teachers.   
 
Teacher professional commitment 
 
Teachers demonstrate high professional commitment in this school. For example, 
RIVWXGHQWVLQGLFDWHGWKDWWHDFKHUVGHPRQVWUDWHDJHQXLQHLQWHUHVWLQVWXGHQWV¶
learning and 77% of them considered that teachers are understanding and 
approachable.  In general, teachers are highly appreciated and respected by 
parents and students who indicated that they are not only concerned about the 
academic development of their students, but also about their personal and social 
development. According to 77% of students and 75% of parents, teachers 
demonstrate interest in their job. The evidence also shows that 82% of students 
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and 71% of parents consider that teachers are very well prepared in the subjects 
they teach. In addition to this, 93% of teachers in this school indicated they are 
satisfied with their choice of career.  
 
Something particular about this school is the fact that in this institution teachers 
are very proud of being educators in this municipal vocational school and this is 
not a common feeling shared by teachers working in this segment of the Chilean 
educational system, mainly because of the equity and quality problems affecting 
municipal education (see Chapter 2, section 2.5). Probably, one of the main 
reasons for this pride is the high prestige of this school in comparison to similar 
schools. Teachers consider themselves as playing an essential role in the success 
of the school and the positive student academic outcomes make them feel 
motivated to continue providing students with sound academic preparation.  
 
7HDFKHUVDUHYHU\FRPPLWWHGWRWKHVWXGHQWV¶SUHSDUDtion for external assessment. 
I observed that the subject departments that are measured in these examinations 
organise a special preparation plan and these actions demonstrate their 
commitment to the students. For example, 71% of teachers indicated that they 
give special coverage to the aspects of the curriculum measured by SIMCE. 
Teachers also provide preparation for the university admission exam (PSU), even 
though the school administration does not encourage the preparation for this exam 
as this comment indicates:  
 
³7HDFKHUVDUHYHU\FRPPLWWHG7KH\ZDQWXVWRKDYHJRRGUHVXOWV
For example, it is not their responsibility to prepare us for the 
university entry test because this is a vocational school, but they do 
DQ\ZD\´6WXGHQW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School climate  
 
Concerning school climate, participants from this school highlighted the good 
relationships between students and teachers. For example 94% of teachers and 
77% of students considered this interaction very positive. In addition to this, 88% 
of teachers considered that the relationship with parents is also very constructive.  
 
Opinions of school members about the discipline in the school are also very 
positive. All teachers, (100%) who were surveyed considered that the discipline of 
the school is very good. Additionally, the majority of parents (75%) and students 
(72%) had good opinions about the level of discipline as well. In terms of 
discipline in the classroom, 100% of teachers indicated that, in general, students 
behave very well, which is positive for the effectiveness of the teaching and 
learning processes taking place in the classrooms.  
 
Another important feature that characterises Canelo is the particularly high level 
of satisfaction and identification that students have in relation to the school. For 
example, 84% of students indicated that they feel happy in the school. This was 
also corroborated by the headteacher who indicated that this school is a place 
where students feel well. It is unusual for students to spend so much of their free 
time in their schools, but in Canelo many students choose to do so because they 
like to be there, as this comment suggests:  
 
³,Q JHQHUDO VWXGHQWV IHHO ZHOO KHUH <RX FDQ VHH WKDW LQ WKHLU
attitudes. Many of them are here for the whole day. They stay in 
the library or they participate in extracurricular activities. 
Sometimes they arrive at 7 am, one hour before the school day 
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starts, and they leave at 7 or 8pm when they are supposed to leave 
DWSP´+HDGWHDFKHU 
 
In general, students feel a strong identification with the school culture. For 
example, many students like to go on Saturdays and take part of the many 
extracurricular activities that the school offers. They feel part of the big Canelo 
family, as a teacher emphasises: 
 
³,Q WKLV VFKRRO WKH\ ILQG D SODFH ZKHUH WKH\ EHORQJ 7KH\ FRPH
from urban areas where they do not adapt easily. They have their 
friends here; they have all their social networks here, so they are 
SDUWRIWKLVLQVWLWXWLRQ´7HDFKHU 
 
In summary, the positive interactions between teachers and students in 
consonance with the good level of discipline and the high satisfaction and 
identification of students with the school culture facilitate the school teaching and 
learning processes. All these elements have positive implications for the 
effectiveness of the school.  
 
School leadership  
 
The current headteacher is a very experienced person in the administration of 
vocational secondary schools. However, although he knows the working system 
and history of the school very well, at the time this study was undertaken, he had 
been in the headteacher position for only a year. This short time in the position 
makes it particularly difficult to establish a link between his particular leadership 
style and the effectiveness of the school. In fact, the perceptions about his 
leadership are not positive, especially on the part of teachers who think that his 
less academic focus may have a negative impact on the results of the school.  
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This leader has a leadership approach that respects the vision and mission of the 
school, which is to prepare students for working life. Moreover, he has a vast 
experience working in vocational schools, thus he is interested in emphasising the 
vocational orientation of the school, which means less focus on the academic 
preparation of the students and more focus on the vocational one. For example, 
for this leader the preparation for the university admission test (PSU) is not one of 
the priorities of the school. Nevertheless, for the majority of the teachers, PSU 
preparation is a priority that has been traditionally emphasised by the leadership 
that has characterised this institution for years. Teachers were used to a highly 
academic focus that gave high importance to external assessment and encouraged 
the preparation of students. Results in examinations such as SIMCE and PSU 
were given a lot of importance, despite the vocational orientation of the school. 
For that reason, teachers have received this new leadership style with certain 
opposition.  
 
As indicated before, the current leadership is not considered particularly effective, 
but I think that the previous leadership style is an important element to take into 
account when assessing the effectiveness that has characterised the results of this 
school for years. In fact, some participants in this study emphasised the role of the 
leadership history as a determining element of the greater effectiveness 
demonstrated by this school. 
 
The first headteacher started a tradition of effective leadership practices and the 
second one, who was in the school for 30 years, established an effective 
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OHDGHUVKLS VW\OH WKDW ZDV YHU\ IRFXVHG RQ VWXGHQWV¶ RXWFRPHV DV WKH IROORZLQJ
testimony indicates:  
 
³7KLV VFKRRO VWDUWHG YHU\ ZHOO LQ  ZLWK DQ HIIHFWLYH
headteacher and it maintained the spirit of commitment, tradition 
and prestige for more than 30 years with the next headteacher. The 
FRPPXQLW\LVFRQVFLRXVRIWKLVWUDGLWLRQRITXDOLW\´+HDGWHDFKHU 
 
This school has a history of good academic results and, according to the current 
headteacher, much of this success is a consequence of this efficient leadership 
style that promoted academic excellence which still has an influence on school 
practices. The majority of the teachers at Canelo have been working in the school 
for many years; therefore they were used to the working practices encouraged by 
the previous headteacher.  
 
([SHFWDWLRQVRIVWXGHQWV¶SHUIRUPDQFH 
 
The majority of teachers have very high expectations regarding student success. 
For example, 94% of them are convinced of the capacity of students to get good 
results if they work towards them. These high expectations make them want other 
opportunities to be opened for students, for example, higher education. Teachers 
ZDQWWRH[SDQGVWXGHQWV¶RSWLRQVGHVSLWHWKHIDFWWKDWWKHREMHFWLYHRIWKHVFKRRO
is to prepare students in a vocational specialisation, as the evidence suggests:  
 
³:H NQRZ WKDW WKLV LV D Yocational school, but we always have 
high expectations of our students. They have the right to choose 
another thing because the current economic situation is difficult. 
All the students want to continue studying and we cannot deny this 
SRVVLELOLW\´7HDFKer) 
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Additionally, 97% of pupils and 89% of parents corroborated the fact that the 
school has ambitious expectations of the students. Furthermore, the evidence 
confirms that students also have high expectations of themselves. In fact, 91% of 
them trust in their ability to get good academic results and behave positively at 
school, and 90% want to continue their studies after they finish secondary school. 
Although these expectations are sometimes affected by the fact that they are 
aware their economic situations will make it difficult for them to aspire to higher 
education. In addition to this, 97% of parents have high expectations of their 
children.  
 
These high expectations are favourable for the level of student motivation. In fact, 
a high proportion of students demonstrate significant motivation for their studies 
as the following comment indicates:  
 
³,Q JHQHUDO VWXGHQWV GHPRQVWUDWH SHUVRQDO LQWHUHVW PRWLYDWLRQ
DQGIXWXUHH[SHFWDWLRQV´+HDGWHDFKHU 
 
This finding is corroborated by 76% of students and 88% of teachers indicating 
that students demonstrate responsibility and involvement in their studies.  
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5.9 Summary of findings  
 
1) Factor 1: Focus on success 
x High importance given to external assessment. 
x The positive academic results that have characterised the school for years have a 
positive impact on the prestige of the institution.  
 
2) Factor 2: Teacher professional commitment 
x 7HDFKHUV GHPRQVWUDWH D SULRULWLVDWLRQ RI VWXGHQWV¶ DFDGHPLF SUHSDUDWLRQ EXW also 
GHPRQVWUDWHDKLJKLQWHUHVWLQVWXGHQWV¶SHUVRQDODQGVRFLDOGHYHORSPHQW 
x Teachers demonstrate good professional preparation.  
x The high school prestige makes teachers proud and motivates them to perform better.  
 
3) Factor 3: School climate 
x Positive relationships, especially between teachers and students. 
x Good level of discipline. 
x 6WXGHQWV¶VWURQJLGHQWLILFDWLRQDQGVDWLVIDFWLRQZLWKWKHVFKRROFXOWXUH 
 
4) Factor 4: School leadership 
x 7HDFKHUV¶SUDFWLFHVDUHVWLOOYHU\LQIOXHQFHGE\SUHYLRXVOHDGHUVKLSWhat was focused 
on academic excellence. 
 
5) Factor 5: ([SHFWDWLRQVRIVWXGHQWV¶SHUIRUPDQFH 
x Teachers have very high expectations of students and want to expand their 
possibilities for the future by placing significant importance on preparation for higher 
education.  
x Parents trust in the capacity of their children to have a good school performance.  
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x Students have high expectation of themselves and demonstrate motivation and good 
levels of responsibility and involvement in school matters.  
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6FKRROSRUWUDLW³5DXOL38´DW\SLFDOVFKRRO 
 
5.10 Background information of Rauli School 
 
Number of students39: 702.  
Classification for type of administration and funding40: Corporation school with 
public funding. 
Orientation41: Technical-vocational school 
Socio-economic group42: B 
City: Talcahuano, Hualpén, Chile.  
 
5.11 General profile  
 
Rauli is a vocational secondary school located in the Bío Bío Region43 in Chile. It 
offers 6 different vocational specialisation courses and it is administrated by the 
same corporation that administers Araucaria school. In the annual convention of 
schools administered by this corporation, specifically the one that took place 
before this study was undertaken; Rauli received the awards for the best student 
and the best teacher. 
 
This school provides good opportunities for students who want to continue 
studying after they finish school. It has agreements with two professional 
                                                          
38
 Pseudonym used for this school. 
39
 Number of students at the time this study was conducted (June, 2009). 
40
 See Chapter 2, section 2.2, for a description of the classification of schools in Chile depending 
on their type of administration and funding. 
41
 See Chapter 2, section 2.2, for a description of the different orientations of schools in Chile. 
42
 See Chapter 4, section 4.5, for a description of the socio-economic groups included in the 
sample. 
43
 See Chapter 2, section 2.1. 
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institutes44 which offer scholarships to students. It also has links with two 
technical universities which offer high performing students scholarships to study a 
technical university course.  
  
Additionally, this institution places great importance on education for personal, 
social and emotional development. Therefore, the school is committed to 
providing an education which includes values education, psychological support, 
extracurricular opportunities, and academic support with emphasis on the 
development of positive self-esteem. 
 
5DXOL6FKRRO LVFRQFHUQHGDERXWVWXGHQWV¶HPRWLRQDOZHOOEHLQJVRVWXGHQWVZKR
have problems that require treatment by a specialist, such as a psychologist or 
social worker, are referred by teachers. In addition to the psychological 
intervention for students who require it, the academic support programme has a 
focus on the development of positive self-esteem. Therefore, teachers plan special 
interventions using fun activities, group work strategies and positive 
reinforcement for students.  
 
The school also provides students with the opportunity to participate in 
extracurricular activities such as artistic workshops, music groups, religious 
activities, sport clubs, debating society, among other initiatives.  
 
                                                          
44
 See &KDSWHUVHFWLRQRQµKLJKHUHGXFDWLRQ¶. 
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In the following section, I discuss some effectiveness factors that characterise this 
institution and which were found after the exploration of the internal processes in 
the school.  
 
5.12 Analysis of distinctive school features influencing educational 
effectiveness 
 
Focus on success  
 
Rauli School has certain characteristics that demonstrate that this institution has a 
clear focus on academic success and these particular features have a positive 
effect on the effectiveness of Rauli. In fact, 91% of teachers, 90% of students and 
100% of SDUHQWVFRQVLGHUHGWKDW WKHVWXGHQWV¶DFDGHPLFSHUIRUPDQFHLV WKHPRVW
important goal of the school. It is important to emphasise the role of the 
corporation in achieving this success because the majority of initiatives or 
strategies used by the school to achieve better academic results have been 
implemented or supported by the corporation. The specific strategies used in this 
school are: strategic plan focused on success, rigorous teacher evaluation system, 
KLJK LPSRUWDQFH JLYHQ WR WHDFKHUV¶ SURIHVVLRQDO Xpdating, high importance to 
external examinations, rewards and incentives system and follow-up process, etc.   
 
According to parents, having a strategic plan focused on success is a fundamental 
element that can be associated with the greater effectiveness of this school, as the 
following comment demonstrates:  
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³, WKLQN WKDW WKH EHWWHU UHVXOWV WKDW WKH VFKRRO KDV DUe a 
consequence of careful planning designed by the school 
DGPLQLVWUDWLRQ´3DUHQW 
 
7KLVSODQLVGHVLJQHGZLWKLQWKHVFKRROE\VFKRROOHDGHUVEXWWHDFKHUV¶RSLQLRQV
are also considered in this design. The corporation also analyses the plan and 
gives the necessary feedback and approval.  
 
In addition to the emphasis given to planning, a lot of importance is placed on 
external examinations because good results mean more funding opportunities for 
the school, accomplishment of goals, prestige and satisfaction for the work done. 
Therefore, there is some extra preparation for these examinations which is 
undertaken during the normal lesson time.  
 
For this school, it is also very important to monitor its results as an educational 
institution. Therefore, there is an internal follow-up process and an external one 
which is undertaken by a company hired by the corporation, as indicated by a 
parent:  
 
³7KHVFKRROLVUHDOO\FRQFHUQHGDERXWWKHQXPEHURIVWXGHQWVWKDW
finish their work placement periods and actually graduate. They 
PRQLWRUWKHP´3DUHQW 
 
&RQFHUQLQJWHDFKHUV¶HYDOXDWLRQDQGLQFHQWLYHVWKHUHLVDV\VWHPRIHYDOXDWLRQLQ
which there is participation of teachers, students and school leaders. Students 
evaluate their teachers, teachers evaluate themselves and school leaders (UTP, 
8QLW RI &XUULFXOXP DQG (YDOXDWLRQ HYDOXDWH WHDFKHUV¶ SHUIRUPDQFH E\
supervising their lessons. In general, teachers demonstrate good professional 
performance and there are some economic incentives associated with this. In fact, 
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87% of teachers, 85% of students and 86% of parents indicated that there is a use 
of rewards for teachers who are successful in achieving the VFKRRO¶V JRDOV DV
indicated in the following comment: 
 
³2XUV\VWHPRIHYDOXDWLRQRIWHDFKHUV¶SURIHVVLRQDOSHUIRUPDQFHLV
DVVRFLDWHGZLWKLQFHQWLYHV´+HDGWHDFKHU 
 
The school also gives incentives to teachers who enrol in professional 
development courses. In addition to this, the use of incentives is also utilised by 
WKHVFKRROWRLQFUHDVHVWXGHQWV¶PRWLYDWLRQ$FWXDOO\RIVWXGHQWVFRQVLGHUHG
that their motivation grows if their effort is acknowledged and if they receive 
some reward for their school performance. There are incentives for classes that 
perform well in SIMCE; for the class with the best attendance; for the class with 
the best academic results; for the class that cares the most about having an orderly 
and clean classroom environment; and for the best student of each class. 
Furthermore, there is a reward for the best leaver of each specialisation course.  
 
Teacher professional commitment 
 
An important aspect that has emerged in this school as one of the factors 
DVVRFLDWHG ZLWK D JUHDWHU HIIHFWLYHQHVV LV WHDFKHUV¶ VWURQJ FRPPLWPHQW )RU
example, 97% of parents indicated that teachers demonstrate an evident interest in 
their job and 97% of students indicated that teachers have genuine interest in their 
VWXGHQWV¶OHDUQLQJDVWKHIROORZLQJFRPPHQWVXJJHVWV 
 
³7HDFKHUVDUHDOZD\VZRUULHGDERXWZKDWLVKDSSHQLQJZLWKWKHLU
students, when they miss classes more than once or twice in a row; 
some oI WKHP FDOO WR WKHLU KRXVHV WR NQRZ ZKDW LV JRLQJ RQ´
(Parent) 
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Parents also emphasised that teachers demonstrate their professional commitment 
through their unfailing willingness and good disposition to meet them, as 
indicated in this testimony: 
 
³7KH\ DOZD\V KDYH GLVSRVLWLRQ WR WDON WR XV ,I ZH FRPH WR WKH
school to see them, they always try to give us some time, even when 
ZH KDYHQ¶W DUUDQJHG DQ DSSRLQWPHQW ZLWK WKHP , FRPSDUH WKLV
VFKRROZLWK WKHRQHZKHUH ,KDYHP\RWKHUVRQDQG WKHUH ,GRQ¶W
have the possibility of talking to teachers as much as I can do 
KHUH´3DUHQW 
 
In addition, 81% of parents think that teachers are understanding and 
approachable with students most of the time. Additionally, 91% of them indicated 
that teachers give consWDQWIHHGEDFNDERXWVWXGHQWV¶SURJUHVVDQGH[SUHVVHG
DJRRGRSLQLRQRIWHDFKHUV¶ZRUN 
 
Teachers also judge themselves as very committed professionals and they 
LQGLFDWHG WKDW DPRQJ DOO WKH IDFWRUV WKDW DUH UHODWHG WR 5DXOL¶V JUHDWHU
effectiveness, teaFKHUV¶ FRPPLWPHQW LV SUREDEO\ WKH PRVW LPSRUWDQW RQH DV
suggested by this teacher:  
 
³0DQ\DVSHFWVDUHLPSRUWDQWEXWWHDFKHUV¶FRPPLWPHQWLVWKH
PDLQIDFWRU´7HDFKHU 
 
This high professional commitment of teachers is reflected in the high level of 
motivation they demonstrate to undertake professional commitments. For 
example, 78% of them frequently enrol in professional development courses to 
improve their knowledge and teaching skills and 91% are happy to be evaluated in 
teaching practice and receive feedback. In general, 83% of them indicated that 
they are satisfied with the career decision.  
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Students and parents agree in considering teachers to be very competent 
professionals. For instance, 92% of students and 91% of parents indicated that 
teachers are well prepared in the subject they teach.  The following comment 
emphasised the high professional quality of teachers in this school:  
 
³,QJHQHUDOWKH\DUHYHU\JRRG,had the opportunity to attend the 
public account of the school and the award ceremony organised by 
the corporation. There, I could see that teachers are very well 
evaluated because just from our school, three different teachers 
were awarded and the best teacher from all the corporation 
6FKRROVLVDOVRIURPWKLVVFKRRO´3DUHQW 
 
School climate 
 
It has been found that the general climate of the school in terms of social 
interaction and discipline is positive, which seems to have a positive impact on the 
effectiveness demonstrated by this school. For example, the good communication 
between school members has been emphasised: 
 
³7KHUHLVFOHDUDQGDFFXUDWHFRPPXQLFDWLRQEHWZHHQWKHGLIIHUHQW
VFKRROVWDNHKROGHUV´7HDFKHU 
 
The relationship between teachers and pupils has been described as very good, 
with 91% of teachers, 91% of parents and 74% of students, having a positive view 
about this interaction, as this comment suggests:  
 
³5HODWLRQVKLSV ZLWK WHDFKHUV DQG VFKRRO VWDII are excellent in 
JHQHUDO´6WXGHQW 
 
Concerning relationships between teachers and parents, 87% of teachers consider 
that the quality of this interaction is positive. Parents also believe that there is a 
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general climate characterised by respect and good relationships. For example, 
84% of them indicated that the interaction between school leaders and parents is 
good. They also emphasised the climate of respect that characterises the school, as 
suggested by a participant: 
 
³:H GRQ¶W VHH FRQIOLFWV EHWZHHQ SDrents or arguments during 
parents meetings. There is respect towards teachers on the part of 
SDUHQWVDQGVWXGHQWV6WXGHQWVUHVSHFWHDFKRWKHUVRGRSDUHQWV´
(Parent) 
 
In addition, 94% of parents consider that their children are happy in the school 
and almost 80% of students have positive feelings about studying in this school.  
 
Concerning school discipline, the perceptions are positive which is demonstrated 
by 91% of teachers, 72% of students and 88% of parents having a good 
impression about this aspect. The positive discipline that characterises this school 
is supported by a sysWHPRIVDQFWLRQVIRUVWXGHQWV¶PLVEHKDYLRXUWKDWDFFRUGLQJWR
78% of teachers, 85% of students and 84% of parents is very effective.  
 
School leadership  
 
The current headteacher has been working in the school for around 25 years and 
after working for some years in other school management positions, he became 
headteacher. He defined his personal leadership style and also that which 
characterises the leadership team as encouraging, supportive and not authoritarian, 
as the following testimony describes: 
 
189 
 
³:H are always encouraging and supporting teachers in their 
SUDFWLFHV :H DUH QRW DXWKRULWDULDQ ZH KDYH DQ µRSHQ GRRUV¶
VW\OH´+HDGWHDFKHU 
 
7KH KHDGWHDFKHU KLJKOLJKWHG WKH LPSRUWDQFH RI WHDFKHUV¶ SURIHVVLRQDO
development for the school and the role of the leadership team in encouraging 
teachers to get involved in these initiatives:  
 
³:HUHFRJQLVHDQGYDOXHWHDFKHUV¶SURIHVVLRQDOGHYHORSPHQWWKXV
we are always trying to motivate teachers to enrol in professional 
GHYHORSPHQWFRXUVHV´+HDGWHDFKHU 
 
It is important to point out that the school policy states that all the members of the 
leadership team have to teach. Parents expressed satisfaction about this particular 
policy because they think that it demonstrates that leaders are also concerned 
about VWXGHQWV¶OHDUQLQJ7KH\DUHQRWMXVWZRUULHGDERXWDGPLQLVWUDWLRQLVVXHVEXW
also about what is really going on in classrooms. Parents also demonstrated their 
satisfaction about the willingness of the headteacher to meet them, as this 
testimony demonstrates:  
 
³:KHQZHZDQWWRVSHDNWRWKHKHDGWHDFKHUZHFDQDFWXDOO\GRLW
without any problem. We come in the afternoon and the 
headteacher gives us some time, at least 10 or 15 minutes, but if he 
FDQKHWULHVWRJLYHXVPRUHWLPH´3DUHQW 
 
In addition, 88% of parents emphasised that the headteacher is someone receptive 
DQG DSSURDFKDEOH 5HJDUGLQJ VWXGHQWV¶ YLHZV WKH\ DOVR H[SUHVVHG VDWLVIDFWLRQ
with the school leadership and 75% of them indicated that this aspect can be 
considered positive and supportive. 
 
According to teachers, the work of the leadership team has direct implications for 
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the greater effectiveness of the school, as this teacher indicates:  
 
³7KH VFKRRO OHDGHUVKLS LV UHODWHG WR RXU JUHDWHU HIIHFWLYHQHVV´
(Teacher) 
 
Teachers also referred to the specific work of some members of the leadership 
team, for example, they highlighted the efficient work of the head of the Unit of 
Curriculum and Evaluation (UTP) in concerns of external assessment preparation:  
 
³, WKLQN WKDW the manager of the specific School Unit related to SIMCE 
SUHSDUDWLRQ873LVDYHU\HIILFLHQWOHDGHU´7HDFKHU 
 
Finally, 74% of teachers indicated that the headteacher provides constant support 
to resolve problems with parents and students.  
 
([SHFWDWLRQVRIVWXGHQWV¶SHUIRUPDQFH 
 
In this school, students demonstrate high expectations of themselves with 98% of 
them indicating that they are confident of their ability to achieve good academic 
results and behave well in school. The majority of students (80%) want to 
continue to study in the future, either in technical higher education institutions or 
in traditional universities. In addition to this, 97% of students consider that their 
school expects them to do their best in terms of academic outcomes and school 
behaviour and 95% indicated that the school expects them to do well in SIMCE.  
 
6FKRROVWDIIDUHFRQVWDQWO\XVLQJ³SRVLWLYHUHLQIRUFHPHQW´ZLWKVWXGHQWVLQRUGHU
to make them believe in themselves and in their ability to succeed and increase 
their motivation. In fact, 91% of teachers indicated that students are able to do 
well if they work hard. In the following comment, the headteacher stated very 
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clearly that the work of teachers and school leaders does not make any sense if 
they do not have high expectations of their students:  
 
³,IZHZRUNKHUHQRWKDYLQJH[SHFWDWLRQVRIRXUVWXGHQWVZHDUH
wasting our time. The majority of teachers here do have high 
H[SHFWDWLRQVRIWKHP´+HDGWHDFKHU 
 
Finally, parents also have high expectations of their children, actually 100% of the 
surveyed participants believe that their children are able to do well if they work 
hard and also all parents indicated that their children are expected to do their best 
at school. 
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5.13 Summary of findings 
 
1) Factor 1: Focus on success 
 
x Strategic plan focused on success. 
x Rigorous teacher evaluation system. 
x High importance given to teacher professional update. 
x High importance placed on external examinations. 
x Rewards and incentives system. 
x Follow-up process. 
 
2) Factor 2: Teacher professional commitment 
x Teachers demonstrate genuine interest in students.  
x Teachers demonstrate good professional competences and interest in their job.  
x Teachers have high disposition to meet parents and give them feedback about 
students.  
 
3) Factor 3: School climate 
x Positive relationships, especially between teachers and pupils. 
x Satisfactory level of discipline. 
 
4) Factor 4: School leadership 
x Approachable and supportive headteacher. 
x The headteacher encourages teachers to get involved in professional development.  
x School leaders are involved in teaching and preparation for external assessment.  
 
5) Factor 5: ([SHFWDWLRQVRIVWXGHQWV¶SHUIRUPDQFH 
x Students have high expectations of themselves.  
x Teachers and parents demonstrate high level of expectations of students.   
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x Teachers use positive reinforcement to increase motivation and expectations of 
students. 
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6FKRROSRUWUDLW³$YHOODQR45´DW\SLFDOVFKRRO 
 
5.14 Background information of Avellano School 
 
Number of students46: 1,260.  
Classification for type of administration and funding47: Municipal school with 
public funding.  
Orientation48: Technical±vocational school 
Socio-economic group49: B 
City: Los Angeles, Chile 
 
5.15 General profile  
 
Avellano is a Secondary School situated in Los Angeles, a city in the Bío Bío 
Region50 of Chile. This school offers four specialisation courses: Accounting, 
Administration, Secretarial Studies and Sales Studies. This school was the first 
vocational school in the province to achieve its certification of quality for all the 
courses it offers.  
 
The majority of students attending Avellano School come from low-income 
families, many of them are from rural areas and they come to this city to continue 
                                                          
45
 Pseudonym used for this school. 
46
 Number of students at the time this study was conducted (June, 2009). 
47
 See Chapter 2, section 2.2, for a description of the classification of schools in Chile depending 
on their type of administration and funding. 
48
 See Chapter 2, section 2.2, for a description of the different orientations of schools in Chile. 
49
 See Chapter 4, section 4.5, for a description of the socio-economic groups included in the 
sample. 
50
 See Chapter 2, section 2.1. 
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their secondary education. The main motivation that many of these students have 
to come from rural areas to this school is the fact that it offers a vocational 
specialisation. The majority of these students do not have the economic resources 
to pay for higher education, thus they consider vocational education to be an 
opportunity for them to study something in order to gain employment in the 
future. Another important aspect to highlight about this school is the prestige it 
has within its community. Students, parents and teachers emphasised the fact that 
this school is considerably more prestigious than other vocational secondary 
schools in the city. 
 
)LQDOO\ LW LV LPSRUWDQW WR PHQWLRQ WKDW VWXGHQWV¶ KROLVWLF GHYHORSPHQW LV
fundamental for this school. For example, the school tries to inculcate positive 
values in students; it also encourages the development of social skills; it places 
importance on providing students with sexual education, basic study skills and it 
provides students with the opportunity to participate in extracurricular activities 
ZKLFK LQFOXGH D VWXGHQWV¶ RUFKHVWUD ZKLFh is conducted by the headteacher. In 
addition to this, this school also considers the work with parents, since they are a 
fundamental part in the development of personal values of their children. 
Frequently, GXULQJSDUHQWV¶PHHWLQJVWHDFKHUVZRUNZLWKWKHPLQVRPHDFWLYLWLHV
related to values education, in order to make them more conscious of the 
importance of their role as the main values transmitters.  
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5.16 Analysis of distinctive school features influencing educational 
effectiveness 
 
Focus on success  
 
There is evidence that demonstrates that to a certain extent the school is focused 
on success. For example, 75% of teachers, 92% of students and 95% of parents 
LQGLFDWHG WKDW VWXGHQWV¶ DFDGHPLF SHUIRUPDQFH LV RQH RI WKH PDLQ JRDOV RI WKH
school. There is clear evidence in the school to support this view. For instance, the 
school provides some preparation for the external examination SIMCE and 
encourages teachers and students to do their best by using incentives.  
 
Concerning SIMCE preparation, teachers of the areas measured by this 
examination prepare students using different types of resources, as this comment 
indicates:  
 
³7KHUH DUH 6,0&( SUDFWLFH SDSHUV KDQG-outs and material to 
prepare SIMCE and some practice papers are marked, so we take 
them VHULRXVO\´6WXGHQW 
 
In addition to this, teachers from other subject departments also collaborate with 
their colleagues by preparing material, evaluating, supervising classes that have to 
take practice papers and even incorporating some of the content measured by 
SIMCE in the subject they teach (i.e. reading comprehension is done in other 
subjects to help students to prepare their Spanish SIMCE).  The following 
testimony illustrates the collective effort of teachers in this school: 
 
197 
 
³,W LV D WHDP HIIRUW colleagues from other departments and the 
Unit of Curriculum and Evaluation (UTP) also collaborate. 
Everyone is in a way involved and we are constantly doing 
practice papers and evaluating the results of those practice 
SDSHUV´7HDFKHU 
 
In this school teachers work for a common objective, which is a good level of 
student academic achievement. Good results in external examinations, especially 
SIMCE are the way to demonstrate that the school is doing well. Therefore, not 
only the teachers of the subjects traditionally measured by examinations 
(Mathematics, Spanish, and Sciences) are involved in student preparation. This is 
a shared effort of school members.   
 
In relation to the use of incentives, there are some strategies used by this school to 
increase stXGHQWV¶ PRWLYDWLRQ WR GR ZHOO LQ 6,0&( DV WKH WZR IROORZLQJ
comments by students suggest:  
 
³7KH VFKRRO FRXQVHOORU WDONHG WR XV DERXW WKH LPSRUWDQFH RI
6,0&(DQGWKHQHFHVVLW\RIWDNLQJLWVHULRXVO\´6WXGHQW 
 
³/DVW\HDUDWULSZDVRUJDQLVHGIRUXVDVDQLQFHQWLYH´6WXGHQW 
 
Unfortunately, the headteacher indicated that for economic reasons is not always 
possible to offer students a trip or any other material incentives, so they have to 
use other ways to motivate students, as this quotation indicates:  
 
³:HOO ZH GRQ¶W KDYH WKe real possibility of giving students 
material incentives. We give them instead moral support and 
HQFRXUDJHPHQW´+HDGWHDFKHU 
 
It is important to mention that the use of incentives or rewards for students is not 
only addressed to the ones that do well in SIMCE, but to all the students who 
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SHUIRUP ZHOO DW VFKRRO ,W LV D VWUDWHJ\ XVHG E\ WKH VFKRRO WR LQFUHDVH VWXGHQWV¶
motivation. In fact, 75% of parents indicated that there is use of rewards for 
students who are successful in achieving good results.  
 
In the case of teachers, they do not receive specific incentives for SIMCE, but an 
extra economic bonus that has been introduced by the local Municipality is 
DYDLODEOH IRU WHDFKHUV ZKR KDYH DQ ³RXWVWDQGLQJ´ SHUIRUPDQFH LQ WKH QDWLRQDO
WHDFKHUV¶HYDOXDWLRQV\VWHP 
 
Teacher professional commitment 
 
According to teachers, one of the reasons that can help to explain the greater 
effectiveness of this school is their own commitment, as this teacher emphasises:  
 
³2QHRIWKHUHDVRQVRIWKHJUHDWHUHIIHFWLYHQHVVLVWKHFRPPLWPHQW
of teachers. For example, in terms of SIMCE preparation, we all 
participate and collaborate. Each subject department elaborates 
TXHVWLRQVDQGZHDSSO\SUHSDUDWLRQH[DPSDSHUV´7HDFKHU 
 
Teachers are considered to be well prepared in the areas they teach and to be 
committed to the school and their students. For example, 83% of students 
indicated that teachers are prepared in the subjects they teach and 75% of them 
indicated that teachers hDYHDJHQXLQHLQWHUHVWLQVWXGHQWV¶OHDUQLQJ,QDGGLWLRQWR
this, 74% of students and the same percentage of parents indicated that most 
teachers are understanding and approachable during lessons.  
 
&RQFHUQLQJ WHDFKHUV¶GLVSRVLWLRQ WRXSGDWH WKHLU NQRZOHGge and be evaluated in 
their practices, 75% of teachers indicated that a large number of teachers 
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frequently enrol in new professional development courses and 80% of teachers 
indicated that they welcome the opportunity to be evaluated in their teaching 
practices and receive feedback.  
 
School climate 
 
&RQFHUQLQJ VFKRRO FOLPDWH WKH RSLQLRQV RI WKH VFKRRO¶V GLIIHUHQW VWDNHKROGHUV
about this aspect are overwhelmingly positive. For example, 85% of teachers 
consider that the school has a positive and collaborative school climate. The 
headteacher also emphasised this aspect, describing in a positive way the 
relationships between the different school members, as the following comment 
demonstrates:  
 
³5HODWLRQVKLSVDUHYHU\JRRGLQJHQHUDOSHUVRQDOO\,KDYHDYHU\
close relationship with students. Relationships are also very good 
EHWZHHQWHDFKHUVDQGVWXGHQWV´+HDGWHDFKHU 
 
Students and teachers also highlighted the good relationships between them. This 
element could be considered very positive in terms of the quality of classroom 
interactions and the consequent impact on the disposition and motivation of both 
school stakeholders. The following comments from a student and a teacher 
illustrate this point:   
 
³7KHTXDOLW\RILQWHUDFWLRQVEHWZHHQFODVVPDWHVDQGZLWKWHDFKHUV
LVJRRG´6WXGHQW 
 
³2QHRIWKHstrengths that we have in this school is the relationship 
with the majority of students. There is a lot of affection, a good 
climate. (Teacher) 
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In relation to discipline, 85% of teachers think that the school has good discipline 
and the same percentage indicated that student behaviour in the classroom is 
good. In the case of students, they reported that the school has better discipline in 
comparison to other schools. They also highlighted the fact that the school is 
ZRUULHG DERXW VWXGHQWV¶ SHUVRQDO SUHVHQWation which is an indication of a more 
demanding system of discipline, as this comments suggests:  
 
³7KLVVFKRROLVPRUHGHPDQGLQJLQWHUPVRISHUVRQDOSUHVHQWDWLRQ
and behaviour. They have higher expectations about us in these 
WZRDVSHFWV´6WXGHQW 
 
The perception of students about a demanding system of school discipline is 
corroborated by 93% of parents indicating that there is an effective system of 
VDQFWLRQVIRUVWXGHQWV¶PLVEHKDYLRXU 
 
Finally, the headteacher indicated that even if the discipline of the school could be 
considered positive and beneficial for the effectiveness of the teaching and 
learning processes, it is normal that sometimes students misbehave. Therefore, the 
demanding V\VWHPRIGLVFLSOLQHDQGWKHVDQFWLRQVIRUVWXGHQWV¶PLVEHKDYLRXUDUH
combined with certain flexibility. In fact, it is not necessary to have a very 
demanding system of discipline in a school where students practice self-
discipline, as the following evidence suggests:   
 
³,Q JHQHUDO GLVFLSOLQH LV JRRG KHUH EXW ZH FDQ¶W IRUJHW WKDW ZH
were adolescents too and at that age it is normal to be disruptive 
sometimes. Anyway, in general it is good and there is a kind of 
self-discipline that has been imposed by the students. 
+HDGWHDFKHU´ 
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School leadership  
 
The current headteacher of the school has been working for 51 years in the 
teaching profession and 10 years in this school as headteacher. In terms of his 
leadership style, he considers himself a democratic leader, who trusts people and 
distributes responsibilities, as indicated below. In fact, 80% of teachers consider 
that in this school they are given the possibility to be agents of change.  
 
³,FRQVLGHU WKDWP\ OHDGHUVKLSVW\OH LVKRUL]RQWDO  ,W LVDVW\OHRI
leadership that emphasises trust. I trust staff to do what they are 
supposed to do. I think if you give responsibilities to people and 
you provide the necessary conditions, they will do them without 
EHLQJSXVKHG´+HDGWHDFKHU 
 
This headteacher demonstrates being a proactive person. For example, he is 
always encouraging teaching staff to participate in different educational 
development initiatives in order to improve the quality of education they provide 
to students, as this comment suggests:  
 
³, HQFRXUDJH WHDFKHUV WR JHW LQYROYHG LQ GLIIHUHQW
SURMHFWV´+HDGWHDFKHU 
 
In addition to this, he created a student orchestra, and since he is a music teacher, 
he uses his own knowledge to run this project. This specific activity makes him 
DFWLYHO\ LQYROYHG LQ LQLWLDWLYHV WKDW VWLPXODWH VWXGHQWV¶ LQWHJUDOGHYHORSPHQWDQG
requires more contact with students. 
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([SHFWDWLRQVRIVWXGHQWV¶SHUIRUPDQFH 
 
5HJDUGLQJ H[SHFWDWLRQV RI VWXGHQWV¶ VXFFHVV WKH KHDGWHDFKHU LQGLFDWHG WKDW LQ
general, they are high, as the following comment emphasises:   
 
³2XUH[SHFWDWLRQVDUHDOZD\VKLJK$ODUJHQXPEHURIRXUVWXGHQWV
KDYHJRRGSHUIRUPDQFH´+HDGWHDFKHU 
 
In the case of teachers, 95% indicated that any student is able to do well if they 
work hard. Of teachers, 75% considered that the majority of parents have high 
expectations about the academic success of their children. In addition to this, 
teachers also emphasised the fact that the majority of them are challenging and 
they expect a lot from students. In relation to this point, they think that it is 
important to have the support of the tutor teachers51 of the different classes, as the 
following evidence suggests:  
 
When I have the support of the tutor teacher, it is easy to be more 
challenging because they support us when there are complaints of 
parents about our high expectations and efficiency standards. 
Therefore, parents know that the school is demanding and that 
WKHLUFKLOGUHQKDYHWRZRUNLQRUGHUWRJHWJRRGUHVXOWV´7HDFKHU 
 
The expectations of students about themselves are also quite positive.  For 
example, 90% of them are confident in their ability to get good academic results 
and behave well at school. They also consider that the school expects them to do 
well, with 96% indicating that they are expected to do their best in terms of 
academic outcomes and school behaviour and 99% reporting that they are 
                                                          
51
 $µWXWRUWHDFKHU¶SURIHVRUMHIHLVDWHDFKHUZKRLVLQFKDUJHRIDVSHFLILFFODVV7KH\QRUPDOO\
teach the class one subject and they also meet at least one hour per week with the class to organise 
internal issues, to talk about academic and behavioural problems or to teach some units or apply 
some tests targeting integral education (values education, sexual education, drug and alcohol 
prevention, vocational guidance, etc.).  Tutor teachers also have more contact with parents and 
WKH\OHDGSDUHQWV¶HYHQLQJV 
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expected to do well in SIMCE. In addition to this, the majority of students (84%) 
have high aspirations for their future and want to continue studying a more 
advanced vocational course or university degree.  
 
In the case of parents, the totality of participants agree that their children are able 
to do well if they work hard and 98% of them indicated that their children are 
expected to do their best at school.  
 
The high expectations of parents and school staff in combination with the high 
OHYHO RI VWXGHQWV¶ H[SHFWDWLRQV RI WKHPVHOYHV KDYH SRVLWLYH UHSHUFXVVLRQV IRU
student motivation. In fact, 76% of students indicated that a large number of 
students show responsibility and involvement in their studies.  
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5.17 Summary of findings 
 
1) Factor 1: Focus on success 
x High importance given to external examinations (SIMCE). 
x Collaborative effort of teaching staff in the preparation of students for external 
assessment.  
x Use of motivational strategies, but not many material incentives. 
 
2)  Factor 2: Teacher professional commitment 
x Teachers are well prepared in the subjects they teach. 
x 7HDFKHUV GHPRQVWUDWH D GLVSRVLWLRQ WR HQURO LQ WHDFKHUV¶ SURIHVVLRQDO GHYHORSPHQW
courses. 
x Teachers are approachable and demonstrate genuine interest in students. 
 
3) Factor 3: School climate 
x Positive relationships, especially between students and teachers.  
x Good level of school discipline. 
 
4) Factor 4: School leadership 
x The headteacher encourages teachers to get involved in professional development 
initiatives.   
x The headteacher is actively involved in initiatives that stimulate the integral 
development of students and has more contact with them.  
 
5) Factor 5: ([SHFWDWLRQVRIVWXGHQWV¶SHUIRUPDQFH 
x School staff have high expectations of students.  
x Parents demonstrate high expectations of students.  
x Students have high expectations of their own capabilities; demonstrate high 
aspirations for their future and a good level of motivation and responsibility. 
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5.18 Typical school portraits  
 
In the following pages, I present the case studies of the two typical schools, in 
order to establish clear patterns of effectiveness by making comparisons between 
both types of schools. I analysed the same factors that were found to be 
particularly effective in the atypical schools. However, since the analysis of the 
GDWDRIWKHVHWZRVFKRROVGLGQRWGHPRQVWUDWHWKDWWKHUHLVDµSDUWLFXODUIRFXVRQ
DFDGHPLFVXFFHVV¶LQWKHVHWZRLQVWLWXWLRQV,GHFLGHGWRUHSODFHWKLVFDWHJRU\E\
the consideration of school SUDFWLFHVWKDWVHHPWREHµLPSHGLQJthe VXFFHVV¶ 
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6FKRROSRUWUDLW³4XLOOD\52´W\SLFDOVFKRRO 
 
5.19 Background information of Quillay School 
 
Number of students53: 1,404.  
Classification for type of administration and funding54: Municipal school with 
public funding.  
Orientation55: Polyvalent (technical-vocational route and academic route) 
Socio-economic group56: B 
Town: Curanilahue, Chile 
 
5.20 General profile  
 
Quillay is a Secondary school located in Curanilahue, a small town in the Bío Bío 
Region, which is approximately 600km to the south of Santiago, the capital of 
Chile. In this school students can choose between the academic pathway and the 
technical-vocational one. The technical-vocational pathway offers three 
specialisation courses: Electronics, Industrial Mechanics and Wood Products. 
 
Quillay has been given the status of artistic secondary school by the Ministry of 
Education and this particular characteristic gives this school a special identity and 
prestige. For many years, this school has attracted national interest for having one 
                                                          
52
 Pseudonym used for this school. 
53
 Number of students at the time this study was conducted (June, 2009).  
54
 See Chapter 2, section 2.2, for a description of the classification of schools in Chile depending 
on their type of administration and funding. 
55
 See Chapter 2, section 2.2, for a description of the different orientations of schools in Chile. 
56
 See Chapter 4, section 4.5, for a description of the socio-economic groups included in the 
sample. 
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of the most prominent student orchestras in the country. In addition to this, there 
are other interesting artistic activities which are very popular among students such 
as the drama group, the dance group and the painting club. All these groups have 
had very good results in regional and national school contests. In general, there 
are many students who demonstrate artistic talents and this school is an ideal 
place for them to continue developing their artistic inclinations.  
 
In relation to the characteristics of the student intake, it is important to indicate 
that the majority of students come from socio-economically vulnerable contexts. 
Curanilahue is a town of working class people in which the main industries are 
carbon-mining and fishing. The vulnerability level of students is very high and 
contextual problems such as family disruption and teenage pregnancy affect part 
of the student population.  
 
Concerning education for holistic development, firstly, the school promotes the 
development of personal values and social skills in its educational processes. 
6HFRQGO\WKHVFKRRORIIHUVUHOLJLRQHGXFDWLRQDQGDVXEMHFWFDOOHG³Transition to 
Adult LLIH´ ,Q WKLV VXEMHFW VWXGHQWV H[SORUH DOO NLQG RI PRUDO issues, sexual 
education and adolescence issues, among other matters. Curiously, some parents 
are not happy with these subjects because they think that students are using time 
that they can dedicate to academic subjects. Thirdly, the school provides 
emotional and vocational support for students. Finally, the school offers a diverse 
range of artistic and extra-curricular activities. For example, students with a 
PXVLFDO LQFOLQDWLRQ KDYH WKH SRVVLELOLW\ RI MRLQLQJ WKH VWXGHQWV¶ RUFKHVWUD ,Q
addition to this, there are other artistic opportunities, such as the drama, the 
208 
 
painting and the dance clubs.  
 
5.21 Analysis of schooling aspects  
 
School climate 
 
Concerning school climate in Quillay School, opinions are divided and there is 
not a clear consensus about a general characterisation of this aspect. In the 
KHDGWHDFKHU¶VYLHZIRUH[DPSOHWKHFOLPDWHFDQEHFRQVLGHUHGJRRG, although he 
recognises that sometimes there are some small tensions, as this comment 
suggests: 
 
³7KH VFKRRO FOLPDWH LV JRRG LQ JHQHUDO  Regularly, we organise 
social gatherings to share and reduce stress. There are just 
PLQLPDOWHQVLRQV´+HDGWHDFKHU 
 
In the view of some teachers, the general climate of the school is positive as 
indicated by one teacher:  
 
³:HKDYHDJRRG VFKRRO FOLPDWH we are like a big family. As in 
every family, there are some conflicts, but we take them in a 
PDWXUHDQGSURIHVVLRQDOZD\´7HDFKHU 
 
However, in the views of other teachers, the school climate and relationships are 
sometimes affected by a lack of communication as this testimony indicates: 
 
³,WKLQNWKDWWKHRUJDQLVDWLRQDOFOLPDWHFDQEHGLIILFXOWVRPHWLPHV
There are some communication problems. It is necessary to have 
more transparency and effective communication between the 
VFKRRO¶VVWDNHKROGHUV´7HDFKHU 
 
In the perception of some participants, this communication problem might be 
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resolved or at least improved if they had more time to discuss and communicate 
emerging things happening in the school.  
 
The relationship between teachers and students seems to be very positive with 
94% of students, the same percentage of teachers and 82% of parents having a 
positive opinion about this interaction. In the following examples, this good 
mutual relationship is emphasised by participants:  
 
³6WXGHQWV DUH YHU\ DIIHFWLRQDWH , OLYH IDU DZD\ IURP KHUH DQG ,
could have applied to work in another place, but students here still 
value teachers, they appreciate us and that is something that you 
GRQ¶WILQGHYHU\ZKHUH´(Teacher) 
 
³7HDFKHUVDUHQLFHDQGWKH\DUHDOZD\VVXSSRUWLQJXV,QJHQHUDO
WKHUHODWLRQVKLSZLWKWKHPLVFRRO´6WXGHQW 
 
Concerning school discipline, the general opinions of stakeholders are not very 
positive. For example, only 38% of students consider that the discipline in the 
school can be considered good. A modest 41% of students and 52% of parents 
think that the school has an orderly and secure atmosphere. In addition, only 55% 
of students think that discipline rules are applied by teachers, which could be an 
indication of certain flexibility in handling disciplinary issues in the school.  
 
6WXGHQWV¶ ODFNRI UHVSRQVLELOLW\ LV DQDVSHFWHPSKDVLVHGE\ WHDFKHUV7KH\ VHH D
connection between discipline and responsibility and they highlighted the 
importDQFH RI WKH SDUHQWV¶ UROH LQ LPSURYLQJ VWXGHQWV¶ UHVSRQVLELOLW\ DV WKH
following evidence suggests: 
 
³, WKLQN WKDW ZH KDYH WR LPSURYH WKH GLVFLSOLQH QRW RQO\ DV LW
UHODWHV WR VRFLDO EHKDYLRXU EXW DOVR LQ WHUPV RI VWXGHQWV¶
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responsibility. This is an aspect where we have to work with 
SDUHQWVWU\LQJWRPDNHWKHPPRUHLQYROYHG´7HDFKHU 
 
For some parents, the discipline problems are a direct consequence of the 
contextual adversity that many students face in their daily lives, as this comment 
indicates: 
 
³/DWHO\ VRPH FKLOGUHQ KDYH EHHQ YHU\ DJJUHVVLYH VRPH RI WKHP
bully their classmates and others are depressed. All this may be a 
FRQVHTXHQFHRIWKHSUREOHPVWKH\KDYHDWKRPH´3DUHQW 
 
Finally, it is important to mention that in the view of some school members, 
disciplinary problems and misbehaviour is something predictable in an adolescent 
educational context, especially if there is a vulnerability factor affecting a large 
proportion of the student population. 
 
School leadership 
 
Regarding school leadership, it is important to mention that the current 
headteacher has been working in the school for 28 years. He has had different 
positions in the school, teacher, counsellor and head of discipline. He assumed the 
role of headteacher in 2001, so he has been in the position for 10 years.  
 
In terms of his leadership style, he considers himself to be someone who prefers 
to work with the support of a team. He likes to distribute responsibilities and to 
make decisions that have been previously discussed with his leadership team. 
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7HDFKHUV¶RSLQLRQVDERXWWKHOHDGHUVKLSDUHYHU\GLYHUVH6RPHRIWKHPKLJKOLJKW
this aspect as a positive characteristic of the school, while others criticise it. For 
example, the following quotation emphasises a positive perception about the 
leadership team:  
 
³2QH RI RXU VWUHQJWKV LV WKH JRRG PDQDJHPHQW ZH KDYH 7KH
leadership team members are very hardworking and dedicated.  
7KH\DUHUHVSRQVLEOHDQGFRPSHWHQWSHRSOH´7HDFKHU 
 
In contrast, some teachers are more critical about the leadership and they consider 
that it is not sufficiently effective. In fact, survey evidence demonstrates that only 
46% of students and 50% of parents consider that the school leadership is positive 
and supportive. Teachers indicated that there should be more communication and 
PRUH VXSHUYLVLRQ RI WHDFKHUV¶ SURIHVVLRQDO GXW\ DFFRPSOLVKPHQW )RU H[DPSOH
only 47% of teachers indicated that they receive regular feedback from the school 
administration about their work. In the following comment a teacher stresses these 
aspects: 
 
³/HDGHUVKLS FDQ LPSURYH LQ FRQFHUQV RI FRPPXQLFDWLRQ DQG
H[SHFWDWLRQV RI WHDFKHUV¶ ZRUN 7KH OHDGHUVKLS VKRXOG EH PRUH
demanding because sometimes people think that the others are 
going to do what they are supposed to do, but it is not always like 
WKDW´7HDFKHU 
 
For some teachers this lack of communication and clarity to set rules is regarded 
DV D FRQVHTXHQFH RI WKH KHDGWHDFKHU¶V SHUVRQDO FKDUDFWHULVWLFV ,Q JHQHUDO KLV
leadership is considered weak.  
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School practices and contextual factors impeding success  
 
In the analysis process of this school, I found some aspects that seem to be 
affecting the effectiveness of the teaching and learning processes in this school. I 
estimated that it was necessary to explore them, in order to understand how these 
factors can be inhibiting the academic success of this school.  
 
7KH ILUVW IDFWRU WKDW LV QRWEHLQJ VXIILFLHQWO\ HIIHFWLYH LV µOHVVRQSODQQLQJ¶ HYHQ
though teachers are expected to provide evidence of this to the unit of curriculum 
and evaluation of the school. Nevertheless, in the opinion of students and parents, 
only some teachers plan their lessons and demonstrate they are well prepared for 
their classes, as the following testimony indicates: 
 
³1RW PDQ\ WHDFKHUV SODQ WKHLU FODVVHV 0DQ\ RI WKHP FKRRVH DQ
activity from the course book when they arrive in the classroom 
DQGZHUHDOLVHWKDW´6WXGHQW 
 
$VHFRQGIDFWRUWKDWLVQRWSURGXFLQJWKHH[SHFWHGUHVXOWVLVµDGGLWLRQDODFDGHPLF
VXSSRUW¶7KHUHLVDVSHFLDOSURJUDPPHFDOOHGµOHDUQLQJFOLQLFV¶IRUVWXGHQWVZKR
require extra academic support. Parents think that it is a good initiative from the 
school to help students to improve their results, but they indicated that many 
students do not take it seriously and do not take advantage of this opportunity: 
 
³6WXGHQWV PDNH DSSRLQWPHQWV IRU WKH FOLQLFV EXW VRPHWLPHV WKH\
DUHQRWYHU\UHVSRQVLEOHDQGGRQRWDWWHQG´3DUHQW 
 
$WKLUG IDFWRU WKDW LVQRWSURGXFLQJ WKHH[SHFWHG UHVXOWV LV µ6,0&(SUHSDUDWLRQ¶
which is part of the teaching strategy that has been implemented to improve the 
results of this school. There is special planning to prepare students in the subjects 
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they are measured and there is collaboration between different departments in this 
preparation. However, in spite of this additional preparation, the results of the 
school in SIMCE are not above average. The headteacher indicated that the results 
they have had in the last years have not been as high as expected. Unfortunately, 
adverse contextual conditions seem to be affecting school success, as this 
comment suggests:   
 
³:H ZHUH JRLQJ RQ DQ XSZDUG WUDMHFWRU\ DQG XQIRUWXQDWHO\ ODVW
\HDURXUVFRUHVGURSSHGDOPRVWSRLQWV0D\EHLIZHKDGQ¶WKDG
all these kinds of situations, our results would be better but we 
KDYHWRGHDOZLWKDOOWKHVHWKLQJV´(Headteacher) 
 
Many teachers from this school think that the school should not be excessively 
focused on SIMCE, which can be corroborated by the not very high percentage of 
teachers (56%) considering academic performance as one of the most important 
goals of the school. Nevertheless, the headteacher emphasised the importance of 
SIMCE for them because good results in this examination mean more 
opportunities for the school, including implementation of school improvement 
projects.  
 
A fourth factor affecting the effectiveness of the teaching and learning processes 
LQWKHVFKRROLVWKHµORZRSWLPLVDWLRQRIWHDFKLQJDQGOHDUQLQJWLPH¶3HUFHSWLRQV
demonstrate that this aspect has to be improved. In fact, only 46% of students 
consider that learning time is being maximised. Participants agree on the fact that 
the time employed in learning activities is not being sufficiently optimised, as the 
headteacher emphasised:  
 
³7KHUH ZHUH PDQ\ VWXGHQWV¶ VWULNHV ODVW \HDU DQG PDQ\ KRXUV RI
classes wHUHQRWGRQH´+HDGWHDFKHU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In addition to this, some parents have a very critical view of the real purpose of 
VRPHVFKRROVXEMHFWVWKDWDGGUHVVVWXGHQWV¶SHUVRQDOGHYHORSPHQW7KH\WKLQNWKDW
the school should focus on academic outcomes and not use many school hours in 
activities that should be addressed at home, as this parent comments:  
 
³,W LV DJRRG LGHD WRXVH WKHKRXUVRI VRPHFODVVHV VXFKDV7'$
7UDQVLWLRQWRDGXOWOLIHRUUHOLJLRXVHGXFDWLRQEHFDXVH,GRQ¶WVHH
the point of them. Religious education is something that has to be 
addressed at home. These are hours that can be used in other 
LPSRUWDQWVFKRROVXEMHFWV´3DUHQW 
 
It is important to point out that teaching and learning time optimisation is also 
FRQVLGHUDEO\ DIIHFWHG E\ WHDFKHUV¶ DEVHQWHHLVP $FFRUGLQJ WR SDUWLFLSDQWV
WHDFKHUV¶PHGLFDOFDUHOHDYHUHODWHGWRVWUHVVDQGGHSUHVVLRQDUHDVHULRXVSUREOHP
for the school, as the following evidence demonstrates:  
 
³/DVW \HDU WKHUH ZHUH PDQ\ FRPSODLQWV DERXW WKH H[WHQGHG
PHGLFDOOHDYHRIVRPHWHDFKHUV,IDWHDFKHUGRHVQ¶WFRPHVWXGHQWV
PLVV FODVVHV EHFDXVH WKH PXQLFLSDOLW\ GRHVQ¶W VHQG D VXEVWLWXWH
WHDFKHUVRRQ´3DUHQW 
 
This high level of absenteeism is a consequence of a fifth factor affecting teacher 
effectiveness and consequently the effectiveness of the teaching and learning 
SURFHVVHVZKLFKLVµWHDFKHUV¶KHDY\ZRUNORDG¶,WLVZHOONQRZQWKDWWHDFKLQJLV
one of the hardest, most stressful and most demanding jobs and sometimes the 
motivation and commitment of teachers is affected by contextual factors, such as 
not having enough contract time to undertake all the duties they are supposed to 
and having a high number of students per class. In addition to this, low levels of 
student discipline in classrooms make the situation even more difficult for 
teachers.  
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8QIRUWXQDWHO\ LW ZDV UHSRUWHG WKDW LQ WKLV VFKRRO WHDFKHUV¶ ODFN RI WLPH LV D
complex issue. Teachers do not hDYHVXIILFLHQW WLPHWRSODQ WRFRUUHFWVWXGHQWV¶
work or to take part in professional development courses. The headteacher is very 
conscious about this problem and he expresses discontent in the following 
comment:  
 
³,PDJLQHDWHDFKHURISK\VLFVZKRWHDFKes 44 hours a week, has 2 
hours with every class and has 18 different classes. This person 
has to plan lessons for 18 classes and mark exams for 18 classes, 
HWF 7KH\ MXVW GRQ¶W KDYH WLPH 6RPHWLPHV LW LV HYHQ GLIILFXOW IRU
them to know all the names of tKH VWXGHQWV WKH\ KDYH´
(Headteacher) 
 
He also indicates that there is always interest and willingness from the school and 
teachers to participate in different initiatives promoted by the Ministry of 
Education. However, he admits that it is very difficult to find the time: 
 
³<RX NQRZ WKH PLQLVWU\ ZDQWV XV WR SDUWLFLSDWH LQ VWXGLHV
SURMHFWV HWF EXW VRPHWLPHV ZH MXVW GRQ¶W KDYH WKH WLPH´
(Headteacher) 
 
In general, the lack of time that teachers have to undertake their professional 
responsibilities is perceived as a barrier to effectiveness by teachers. 
Unfortunately, they indicated that they are obligated to work at home:  
 
³$OOWKHSODQQLQJDQGSUHSDUDWLRQRIHYDOXDWLRQLQVWUXPHQWVKDVWR
EHGRQHDWKRPH´7HDFKHU 
 
Teacher commitment 
 
&RQFHUQLQJ WHDFKHUV¶ FRPPLWPHQW RSLQLRQV GLIIHU FRQVLGHUDEO\ )RU H[DPSOH
survey evidence suggests that 81% of students indicated that teachers demonstrate 
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JHQXLQHLQWHUHVWLQVWXGHQWV¶OHDUQLQJ+RZHYHUTXDOLWDWLYHHYLGHQFHVXJJHVWVWKDW
according to the perceptions of some parents and students, some teachers adopt a 
role of mere knowledge transmitters. The following comment from a student 
SRLQWVRXWWKLVVRUWRIDPELYDOHQFHLQMXGJLQJWHDFKHUV¶FRPPLWPHQW 
 
³7KHUH DUH GLIIHUHQW NLQGV RI WHDFKHUV KHUH Some of them are 
always guiding us to decide what we want in the future. But there 
are others who have a more distant relationship with students and 
WKH\MXVWGRWKHLUFODVVHV´6WXGHQW 
 
In terms of teaching interest in professional development, the headteacher 
indicates that most of the teachers demonstrate motivation for professional 
updating. Nevertheless, the lack of time is one of the main barriers to professional 
development, as indicated by the headteacher:  
 
³0RVWWHDFKHUVDUHZHOOGLVSRVHGWRenrol in teaching professional 
development courses. Unfortunately, at the present, teachers have 
PDQ\KRXUVRIFODVVHVDQGWKH\GRQ¶WKDYHHQRXJKWLPHWRGRRWKHU
WKLQJV´+HDGWHDFKHU 
 
Finally, it is important to mention that teachers emphasised the fact that the 
professional competence of the majority of teachers in the school is good. 
However, they admitted that the level of commitment of some members of the 
teaching staff is low. In their views, teachers need to have a solid knowledge in 
their areas, but also a high level of professional commitment in a broader sense, in 
order to contribute fully to the educational effectiveness of the school.  
([SHFWDWLRQVRIVWXGHQWV¶VXFFHVVDQGPRWLYDWLRQ 
,Q UHODWLRQ WR H[SHFWDWLRQV RI VWXGHQWV¶ VXFFHVV WKH PDMRULWy of students (94%) 
indicated that they have high expectations about their own capabilities of getting 
good academic results and displaying good behaviour in school. However, 66% of 
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teachers indicated that a large number of students feel that they are not capable of 
getting good educational results. Additionally, 63% of teachers indicated that 
parents have low expectations of the academic success of their children. It seems 
that one of the main barriers to having high expectations of students is the socio-
cultural context in which the school is located, as suggested in this testimony: 
 
³,QWKLV WRZQSHRSOHGRQ¶WKDYHH[SHFWDWLRQV WKH\GRQ¶WKDYHOLIH
projects and they live in the present without having projects for the 
future. This is a generalised problem LQWKLVWRZQ´7HDFKHU 
 
The expectations of many teachers about students are also affected by this 
contextual scenario. Nevertheless, in spite of the complicated contextual situation 
the school faces, there are some more positive views about these aspects. Some 
teachers indicated that their expectations, as well as those of parents, are high:  
 
³:H DOZD\V KDYH KLJK H[SHFWDWLRQV DQG VR GR SDUHQWV ,I WKH\
bring their children here it is because they think that this school 
can give them the necessary skills to build a better future for 
WKHPVHOYHV´7HDFKHU 
 
A contextual scenario characterised by a population with not very positive 
expectations about a future with better opportunities for the new generations has 
GLUHFWLPSOLFDWLRQVIRUVWXGHQWV¶PRWLYDWLRQas indicated by a teacher:  
 
³6WXGHQWV GRQ¶W VHH WKH SRLQW LQ PDNLQJ D ORW RI HIIRUW LQ VFKRRO
because they think that they can work as miners in the future and 
PDNH JRRG PRQH\ $Q\ZD\ QRW DOO RI WKHP WKLQN OLNH WKDW´
(Teacher) 
 
In fact, students demonstrate low motivation in terms of the responsibility and 
involvement that they show in their own learning processes which can be 
FRUURERUDWHGE\DOPRVWRIWHDFKHUVLQGLFDWLQJWKDWVWXGHQWV¶PRWLYDWLRQLVQRW
high.   
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5.22 Summary of findings 
 
1) Factor 1: School climate 
x Not particularly negative.  
x Affected by some tensions and lack of communication.  
x Discipline is not very positive. 
 
2) Factor 2: School leadership 
x It is regarded in a positive way by some teachers.  
x For some teachers the leadership is affected by communication problems. 
x /DFNRIVXSHUYLVLRQRIWKHDFFRPSOLVKPHQWRIWHDFKHUV¶GXWLHV 
x Leadership is weak. 
 
3) Factor 3: School practices and contextual factors impeding success  
x Lack of efficient planning and preparation for classes.  
x Students do not take advantage of academic support. 
x According to some teachers the school is not sufficiently focused on academic 
achievement. 
x Contextual factors affecting SIMCE results in spite of the preparation. 
x Low optimisation of learning time. 
x 7HDFKHUV¶KHDY\ZRUNORDGDIIHFWLQJWHDFKLQJDQGOHDUQLQJSURFHVVHVODFNRIWLPHWR
do quality work, teacher absenteeism affecting effective use of learning time). 
 
4) Factor 4: Teacher commitment  
x Some teachers demonstrate genuine interest in student learning.  
x Some teachers only act as knowledge transmitters. 
x Interest in professional development but lack of time. 
x 7HDFKHUV¶SURIHVVLRQDOFRPSHWHQFHVDUHJRRGEXW WKH OHYHORIFRPPLWPHQWRIVRPH
of them in a broader educational sense is low (involvement in other educational 
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activities that do not imply formal teaching). 
 
5) )DFWRU([SHFWDWLRQVRIVWXGHQWV¶VXFFHVVDQGmotivation 
x Not very positive expectations influenced by adverse contextual factors (student 
vulnerability). 
x Some optimistic views on the part of teachers and parents, but the negative influence 
of the context on the expectations is undeniable.  
x Student motivation affected by a contextual scenario characterised by social 
vulnerability and a not very optimistic level of expectations of students.  
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6FKRROSRUWUDLW³/HQJD57´W\SLFDOVFKRRO 
 
5.23 Background information of Lenga School 
 
Number of students58: 829  
Classification for type of administration and funding59: Private subsidised school 
with public funding.  
Orientation60: Technical-vocational 
Socio-economic group61: B 
City: Santiago, Chile 
 
5.24 General profile  
 
Lenga is a school exclusively for girls and it is located in Santiago, the capital of 
Chile. This institution is administered by a Catholic Foundation which is part of 
the Archbishopric of Santiago. This foundation is a non-profit organisation that 
administers many schools and its objective is to serve socially deprived areas by 
providing educational opportunities for students from vulnerable social 
backgrounds. As part of a religious foundation, this school promotes the Catholic 
faith among students and their families, but it is not a problem for students who 
are not Catholic to enrol in the school.  
                                                          
57
 Pseudonym used for this school. 
58
 Number of students at the time this study was conducted (June, 2009). 
59
 See Chapter 2, section 2.2, for a description of the classification of schools in Chile depending 
on their type of administration and funding. 
60
 See Chapter 2, section 2.2, for a description of the different orientations of schools in Chile. 
61
 See Chapter 4, section 4.5, for a description of the socio-economic groups included in the 
sample. 
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As a vocational secondary school, Lenga offers three different vocational courses: 
Nursery School Assistant, Administration and Secretarial Studies. Until recent 
years, this institution was only a secondary school, but the primary level was 
introduced in 2009. The intention of the school, by the creation of the primary 
level, was to provide a more extensive educational journey for students and to 
have a greater influence on their educational outcomes.  
 
Regarding education for integral development, Lenga provides values, vocational 
and religious education. It also gives students opportunities to participate in 
diverse extracurricular activities. In fact, the provision of education for integral 
development is considered very important in Lenga because this school is very 
concerned about the well-being and personal development of its students.  
 
5.25  Analysis of schooling aspects 
 
School climate 
 
In relation to this aspect, the perceptions of school stakeholders are generally 
positive with 75% of teachers and 82% of students indicating that the school 
climate is positive and collaborative. However, these good impressions are mostly 
associated with the quality of personal relationships in the school because the 
evidence of this study demonstrates that the general climate is considerably 
affected by the level of discipline.  
 
The relationship between teachers and students has been described in very 
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positive terms. Teachers seem to be very concerned about students and their 
problems, as this testimony indicates: 
 
³7HDFKHUVDUHYHU\ZRUULHGDERXWWKHJLUOVLQPDQ\DVSHFWV7KH\
talk to them if they have problems or talk to their parents. There is 
a lot of respect from students to teachers and also between 
VWXGHQWV´+HDGWHDFKHU 
 
Students also emphasised the good quality of this interaction which is 
characterised by affection and trust: 
 
³7HDFKHUVDUHQRWRQO\WHDFKHUVIRUXVWKH\DUHOLNHIULHQGVWKHy 
DUHFORVHWKH\DUHHYHQOLNHIDPLO\IRUXV´6WXGHQW 
 
The headteacher indicated that although the relationships in the school are 
normally good, sometimes the interaction between leaders and teachers can be 
very formal and distant, as she points out in the comment below. This is a 
consequence of the previous leadership style which imposed a rigid and formal 
dynamics of relationships in the school.  
 
³:H QHHG OHVV WHQVLRQ LQ RXU UHODWLRQVKLSV KHUH )RU H[DPSOH
teachers address to me in a very formal ZD\´+HDGWHDFKHU 
 
Regarding school discipline, 44% of students think that school discipline is good, 
only 18% believe that students behave well in the classrooms and 35% believe 
that the school has an orderly and secure atmosphere. In addition to this, 41% of 
parents and 55% of teachers think that students behave well in the classroom.  
 
In the opinion of students, discipline is something that has to be improved. They 
indicated that some students have been involved in serious situations of 
misbehaviour in which they have been very disrespectful to teachers. They 
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consider that there are some teachers who are very flexible and do not impose 
enough discipline and, unfortunately, students do not respect them, as this 
comment reflects:  
 
³6RPHWLPHV WHDFKHUV GR not impose enough authority; they show 
themselves as relaxed and cool people, so students tend to adopt 
UHOD[HGEHKDYLRXU´6WXGHQW 
 
By judging the following testimony, it seems that some students do not assume 
that they have an important role in maintaining school discipline and they 
consider teachers alone to be responsible for it. 
 
³2QRQHRFFDVLRQZHKDGDWHVWDQGZKHQWKHWHDFKHUDUULYHGZH
VWDUWHGVKRXWLQJµZHGRQ¶WZDQWWHVW¶DQGWKHWHDFKHUVDLGLQDYHU\
low voice that the test had been planned before. We continued 
VKRXWLQJDQGVKHILQDOO\VDLGµRN\RXZLOOKDYHWKHWHVWQH[WFODVV¶
She should have not tolerated that situation; she should have said 
µ\RXKDYHWRWDNHWKHWHVWQRZIXOOVWRS¶´6WXGHQW 
 
According to parents, it is not possible to generalise in terms of discipline because 
different classes demonstrate different levels of discipline, as the following 
evidence suggest:  
 
³'LVFLSOLQHLVQRWWKHVDPHLQWKHGLIIHUHQWFODVVHVRQDYHUDJHLWLV
not very good, but there are classes that have better discipline than 
RWKHUV´3DUHQW 
 
Teachers have a similar opinion about discipline, they suggested that there are 
differences between classes and they added that the discipline problems are 
sometimes motivated by other sorts of issues, such as personal and emotional 
problems, as indicated by one teacher:  
 
³,Q JHQHUDO , think that discipline is not that bad, but there are 
some classes in which it is difficult to make students stay quiet and 
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stop talking. Their motivations are not related to the academic 
aspect. Sometimes they are searching for company in the school. 
They need someone to listen to their problems; they need a 
VKRXOGHUWRFU\RQ´7HDFKHU 
 
During the focus group process, parents reflected on the importance of having a 
PRUH HIIHFWLYH V\VWHP RI VDQFWLRQV IRU VWXGHQWV¶ PLVEHKDYLRXU 6RPH SDUHQWV
believe that it would be a good initiative to have a stricter system of discipline, 
while others prefer to have less traditional types of punishment from which 
students can learn a lesson, as suggested by a parent:   
 
³0D\EH D JRRG LGHD WKDW ZH FDQ GLVFXVV ZLWK WKH VFKRol 
administration would be the application of a different type of 
sanction for students who misbehave, as for example, the 
undertaking of a specific task in the school, such as cleaning, 
SKRWRFRS\LQJHWF´3DUHQW 
 
School leadership 
 
In analysing this aspect, I realised that this school has a complex leadership 
history. For a long time, the leadership was characterised as autocratic and cold 
which affected the climate of the school, specifically the types of interactions 
between school members, as was pointed out in the previous section. The current 
headteacher emphasised that there used to be an authoritarian and distant type of 
leadership: 
 
³$VIDUDV,NQRZWKHUHZDVDYHU\DXWKRULWDULDQV\VWHPKHUH7KH
previous head teacher was more dedicated to lead and make 
administrative decisions rather than to deal with situations closely 
UHODWHGWRWHDFKHUVRUVWXGHQWV´+HDGWHDFKHU 
 
After that period of authoritarian leadership, there were some leaders for a short 
time and only recently has the current headteacher assumed the position. In fact, I 
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conducted this study just two months after she started to work in the school. 
Therefore, in my view, the opinions of school stakeholders about the leadership 
were not sufficiently informed by evidence about her specific practices. In 
general, the perceptions about her leadership are not very positive, but not very 
negative either. Regarding leadership, 53% of students and 69% of parents think 
that it is positive and supportive; 60% of teachers think that the headteacher is 
perceived as a guide who has influential leadership in the school and only 45% of 
teachers think that there is regular feedback from school administration about 
their work.  
 
Finally, it is important to mention that the current headteacher defines herself as a 
person who likes to include other people in the decision making process. She also 
emphasised the fact that she likes to get involved in the teaching and learning 
processes taking place in the school and her interest in promoting the religious 
orientation of the school among students.  
 
School practices and contextual factors impeding success  
 
Concerning this aspect, one of the problems affecting teaching and learning 
processes in the school is the low optimisation of learning time. For example, the 
headteacher indicated that a significant number of students are frequently late in 
the mornings. This is a serious problem because classes rarely start on time and 
there is less use of learning time. 
 
In relation to academic support, the school provides extra support for its students 
but, unfortunately, there are some students who do not take advantage of these 
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opportunities and they sign up for the classes but fail to attend them. This attitude 
demonstrates a lack of responsibility and motivation on the part of some students.  
 
It has been indicated by the participants that this is not a school focused solely on 
VWXGHQWV¶ DFDGHPLF RXWFRPHV ,Q IDFW RQO\  RI WHDFKHUV FRQVLGHU DFDGHPLF
performance as the most important goal of the school. Therefore, for example, 
additional preparation for examinations such as SIMCE is not among the main 
priorities of the school. 
 
In the Chilean educational context, it is common to find controversial opinions 
about SIMCE preparation because many people disagree with it.  They argue that 
students are supposed to be able to do well in this test without any special 
preparation or revision, since the content included in this test is based on the same 
curriculum covered in normal school lessons. The headteacher and some teachers 
from Lenga agree with this view and believe that SIMCE should not be prepared 
for. However, there is also a group of teachers in this school, who think that a 
stronger academic focus, which also involves SIMCE preparation is necessary in 
the school, as these testimonies suggest:  
 
³,W LV LPSRUWDQW WKDW WKH VFKRRO IRFXVHV RQ OHDUQLQJ EHFDXVH
otherwise it is really difficult to be an effective school, 
understanding effectiveness as good academic attainment 
PHDVXUHGE\6,0&(´7HDFKHU 
 
³1R PDWWHU LI ZH like it or not, our results are measured by 
external examinations and we have to accept this situation. We 
VKRXOGQ¶WWKLQNWKDWLWLVHQRXJKZKDWZHDUHGRLQJKHUHZHKDYH
to aim for better results in external examinations and not being 
FRQIRUPLVW´7HDFher) 
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According to teachers, another important factor that can contribute to improving 
the quality of the teaching and learning processes is to have access to professional 
development courses. Unfortunately, teachers do not always have the time, due to 
their heavy workload, as indicated in the following comment:   
 
³:H QHHG WR PDNH D ELJ HIIRUW LI ZH ZDQW WR GR SURIHVVLRQDO
development courses because it means going to classes on 
Saturdays, to do homework in the evenings, etc. We have the 
intention of doing it, EXWWKHQZHUHDOLVHWKHELJHIIRUWLWLPSOLHV´
(Teacher) 
 
Teachers also indicated that due to their heavy workload, sometimes they can 
hardly find the time to do quality work. They have to use their personal time to 
work because the time they are given is not enough, as was reported by this 
teacher:  
 
³:H KDYH WR SUHSDUH PDWHULDO DQG FRUUHFW VWXGHQWV¶ ZRUN LQ RXU
personal, family and recreational time. Sometimes, we have the 
intention to prepare quality material or we have an innovative idea 
or project to use with students and there is not time to put that idea 
into practice. We should have more time and not only us, all the 
teachers in this country. We are asked for quality teaching but we 
DUHQRWJLYHQWKHFRQGLWLRQVWRPDNHWKDWSRVVLEOH´7HDFKHU 
 
Finally, teachers emphasised that, as a way to improve their own effectiveness, it 
LVQHFHVVDU\WRFRQFHQWUDWHRQVSHFLILFWDVNVVSHFLILFDOO\UHODWHGWRWHDFKHUV¶ZRUN
and not to spend time in a lot of different activities, as this teacher suggests:  
 
³,W LV necessary to consider that in education there are three 
fundamental parts: teachers, parents and students. As teachers, we 
should stop doing things that are not our responsibility. We have 
EHFRPH³WKLQJPDNHUV´ZHDUHQRWWHDFKHUVDQ\PRUH´7HDFKHU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Teacher commitment 
 
5HJDUGLQJWHDFKHUV¶FRPPLWPHQWWKHSHUFHSWLRQVRIVWDNHKROGHUVDUHGLYHUVH)RU
example, a high percentage of students (83%) indicated that teachers seem to have 
interest in their job and a less high but still significant 65% indicated that a large 
number of teachers frequently enrol in new professional development courses to 
improve their knowledge and teaching skills. In contrast, some students have a 
OHVVSRVLWLYHYLHZDERXWWHDFKHUV¶FRPPLWPHQWDQGLQGLFDWHGWKDWWKHUHDUHVRPH
teachers who demonstrate a lack of vocation and commitment to the teaching 
profession, as this comment shows:  
 
³7KHUHDUHVRPHWHDFKHUVZKRGHFLGHGWRWHDFKMXVWWRKDYHDMRE
MXVWWRKDYHVRPHWKLQJEXWWKH\GRQRWOLNHLWDORW´6WXGHQW 
 
Parents also indicated that the level of commitment of some teachers is low. 
According to them, there are some teachers who do not care too much about the 
understanding of all the students during the lessons: 
 
³6RPHWLPHV WHDFKHUVDUHQRWYHU\ZRUULHGDERXWDOO WKHVWXGents, 
they do their classes and they do not care so much if all the 40 or 
 VWXGHQWV XQGHUVWRRG 7KH\ VD\ WKDW WKH\ FDQ¶W GHGLFDWH H[WUD
time to particular content because they have a programme to 
IROORZDQGWKH\GRQ¶WZDQWWREHEHKLQGVFKHGXOH´3DUHQW) 
 
7KH OHYHORI WHDFKHUV¶FRPPLWPHQW LVVRPHWLPHVDIIHFWHGE\ IDFWRUV VXFKDV WKH
lack of consideration of their professional effort. In fact, only 40% of them 
consider that there is recognition of their initiatives and effort and finally a modest 
50% indicated that there is a use of rewards for teachers who are successful in 
DFKLHYLQJWKHVFKRRO¶VJRDOV 
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([SHFWDWLRQVRIVWXGHQWV¶VXFFHVVDQGPRWLYDWLRQ 
 
In relation to expectations about students, the headteacher indicated that as a new 
leader, she is not VDWLVILHGZLWKWKHVFKRRO¶VDFDGHPLFUHVXOWVDQGVKHH[SHFWVDORW
more from students because she is convinced that they have enough capacity to 
succeed. Nevertheless, she also admitted that sometimes it is difficult to have a lot 
of expectations of students because a high number of them come from broken 
families or live in highly socially and economically vulnerable contexts, as this 
testimony demonstrates:  
 
³6RPHWLPHV DV WHDFKHUV ZH DOVR KDYH ORZ H[SHFWDWLRQV EHFDXVH
we think... well this is a difficult situation, it is difficult to change 
the adversity that our students face, so why should I make a lot of 
HIIRUW",WKLQNWKDWLWLVLPSHUDWLYHWRFKDQJHWKLVSHVVLPLVWLFYLHZ´
(Headteacher) 
 
In the case of teachers, they indicated that the expectations of parents and even of 
students are low and they do not have many future aspirations:  
 
³7KH\ KDYH D ORW RI HPRWLRQDO SUREOHPV DQG WKH\ EULQJ WKHVH
problems from their homes. In general, we have families with a lot 
of problems here. The expectations of parents are low, they only 
want the students to finish their specialisation courses in the school 
DQG WKDW LVHQRXJK IRU WKHP6LQFHSDUHQWV¶H[SHFWDWLRQVDUH ORZ
VWXGHQWVGRQ¶WKDYHDORWRIDVSLUDWLRQVHLWKHUVRWKH\GRQ¶WPDNHD
lot of effort, they just try to get the marks they need to pass. 
$Q\ZD\,GRQ¶WZDQWWRJHQHUDOLVH´7HDFKHU 
 
8QIRUWXQDWHO\WKLVVLWXDWLRQPDNHVWHDFKHUV¶ZRUNPRUHGLIILFXOWVLQFHWKH\KDYH
to be constantly fighting against this lack of expectations. Additionally, students 
reported that sometimes the school does not seem to expect too much from them; 
they feel that it is not demanding enough and sometimes it is very flexible, as this 
student comments:  
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³, WKLQN WKDt maybe this school is not demanding enough or does 
QRW H[SHFW D ORW IURP VWXGHQWV ,W¶V OLNH LW¶V XS WR VWXGHQWV WR EH
UHVSRQVLEOHRUQRW´6WXGHQW 
 
$ ORZ OHYHO RI H[SHFWDWLRQV KDV UHSHUFXVVLRQ RQ VWXGHQWV¶ PRWLYDWLRQ DQG
consequently, this situation has a significant impact on the effectiveness of the 
school. In this school there is a very high proportion of students whose motivation 
is low. In fact 90% of teachers consider that students demonstrate low motivation 
for their studies. Students indicated that sometimes their motivation is affected by 
contextual factors, such as the frequent rotation of teachers or a better system of 
incentives.   
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5.26 Summary of findings 
 
1) Factor 1: School climate  
x Positive relationships in general (sometimes the relationship between the headteacher 
and teachers is very formal and distant, which is a consequence of previous 
leadership styles.  
x Climate affected by a low level of discipline (although it varies depending on the 
class). 
x 'LVFLSOLQHDIIHFWHGE\FRQWH[WXDOIDFWRUVDQGWHDFKHUV¶IOH[LELOLW\ 
 
2) Factor 2: School leadership 
x New leader so perceptions are not informed by enough evidence.  
x Previous autocratic and cold leadership affected the relationship between school 
leaders and teachers (formal and distant). 
  
3) Factor 3: School practices and contextual factors impeding success 
x Lack of optimisation of learning time. 
x Lack of responsibility to attend extra academic support. 
x No significant focus on achievement. 
x Not high priority given to external assessment preparation. 
x &RQWH[WXDOIDFWRUVVXFKDVWHDFKHUV¶ODFNRIWLPHDIIHFWLQJSURIHVVLRQDOGHYHORSPHQW
DQGWHDFKHUV¶ZRUNTXDOLW\ 
 
4) Factor 4: Teacher commitment  
x 6RPHVWXGHQWVDQGSDUHQWVEHOLHYHWKDWWHDFKHUV¶OHYHORIcommitment is low. 
x Teacher commitment is affected by a low consideration of their professional effort. 
 
 
232 
 
5) )DFWRU([SHFWDWLRQVRIVWXGHQWV¶VXFFHVVDQGPRWLYDWLRQ 
x Parents and students do not have very high expectations.  
 
x Expectations are affected by adverse contextual conditions. 
x School is not very demanding and school members do not seem to have very high 
expectations of students.  
x Low expectations affect student motivation.  
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5.27 Summary 
 
In this chapter, I have presented the six schools that I have analysed in this study. 
The first four atypical schools have been considered effective institutions 
considering the level of academic attainment demonstrated by their results in the 
SIMCE examination. The last two typical schools are less effective in terms of 
academic outcomes and they have been analysed as a way to establish a 
comparison between more effective schools and less effective institutions. I have 
structured the analysis of these institutions using a case study research design. 
Different aspects of these institutions have been explored using different sources 
of information. In each school, I applied qualitative and quantitative research 
instruments, which included interviews, focus groups and surveys. After the 
quantitative and qualitative analysis of the instruments, I have written school 
portraits where I have presented a categorisation of five main school effectiveness 
factors. In addition to this, I have explored the same main categories in the typical 
schools for comparative purposes.  
 
In this specific chapter, I have given a succinct descriptive exploration of the 
features that, in my view, are associated with the greater or lesser academic 
effectiveness of these schools. In the next chapter, I present a cross-case analysis, 
using analytical tables where I include quantitative and qualitative data of all my 
schools in order to illustrate clearly the similarities and differences between 
schools. In Chapter 7, I provide a more in depth analysis of the findings of this 
research and Chapter 8 brings the results of these analytical processes to a final 
conclusion.  
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6. Cross-Case Analysis 
 
6.0 Introduction 
 
In this chapter, I present a cross-case analysis of the six schools selected for this 
study (6.2). Four of them have demonstrated to be more effective than the other 
two, considering the level of academic attainment that these schools have in the 
SIMCE examination. Therefore in my analytical tables, I include the four atypical 
institutions (higher effectiveness) and the two typical ones (lower effectiveness). 
Each table evaluates a macro theme or category through the presentation of many 
variables related to it. After the presentation of each table, I provide an analysis of 
the particular category and its presence in the different schools. In the last phase 
of the analysis presented in this chapter (6.3), I explore only the main categories 
with their corresponding overall results. At this stage it is possible to evaluate the 
differences between atypical and typical schools and draw some general 
conclusions.  
 
6.1 Methodology used in analytical tables 
 
In the first phase of the analysis, I explore each category and all the variables 
related to that category per school. A judgement is made for each one of the 
variables related to a specific category. I employ the following scale to make 
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judgements: ++ indicates a very positive perception about the variable; + indicates 
a positive perception about the variable; 0 indicates that the positions of 
participants are neutral, neither positive nor negative; - indicates a negative 
perception about the variable and - - indicates a very negative perception about 
the variable. All the variables or factors related to the categories under analysis 
are elements that emerged in the interviews, focus groups or questionnaire-
surveys. It was not difficult to transform the Likert scale scores of the quantitative 
source into this new scale because it has a similar design. For example, 5 
represents a very positive position in relation to the variable, 3 a neutral position 
and 1 a very negative position, so a scale using + and - follow the same criteria. 
However, the analysis is more complex when the source is qualitative (interviews 
and focus groups). It is necessary to make subjective judgements about the 
general perceptions of participants and about the intensity of their positions and 
illustrate them using + and - symbols.  
 
$IWHU D SURFHVV RI µGDWD WUDQVIRUPDWLRQ¶ VHH &KDSWHU  VHFWLRQ  DQG the 
assignation of a particular judgement value (expressed in a symbol) to each 
variable, which in many cases is the product of the integration of qualitative and 
quantitative data, I make an overall judgement of the general situation of each 
category per school. The overall judgement is the result of the individual 
judgements of all the variables related to the category. In other words, it is a 
general interpretation of the situation of each category in the schools and not 
exactly the product of an addition of all the + or - symbols. It is the general 
evaluation of the presence of the category under analysis in schools and 
sometimes some variables were considered more important than others for the 
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overall judgement. At this point, it is possible to indicate that the QUAL and 
QUAN data related to a specific category are fully integrated and given a final 
interpretation value per school. After the presentation of each table, I provide a 
general narrative account of the results and a comparison between atypical and 
typical schools.  
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6.2 Analytical tables by categories of analysis 
 
School climate 
The following table corresponds to variables related to school climate coming 
from quantitative or qualitative data sources or integrating both strands.  
 
Table 6.2.1: Analytical table-school climate 
 
 
CATEGORY 
  
VARIABLES 
S1 
A 
S2 
A 
S3 
A 
S4 
A 
S5 
T 
S6 
T 
School 
climate. 
Qual.+ 
Quant. 
-Good relationships between teachers 
and students.  
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
Qual.+ 
Quant. 
-Good relationships between leaders 
and teachers.  
+ 
+ 
_ 0 0 0 0 
Qual.+ 
Quant. 
-Good relationships between parents 
and school staff.  
+ +  + + 0 0 
Quant. -High level of agreement between 
teachers about school matters.  
+ 
+ 
_ 0 + 
+ 
+ _ 
Quant. -Positive and collaborative school 
climate.  
+ + 0 0 0 0 
Qual.+ 
Quant. 
-Good discipline.  + 
+ 
+ 
+ 
+ + 0 _ 
Quant. -Disciplinary sanctions for student 
misbehaviour.  
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ + 
Qual. -Minor discipline problems, but in 
general good discipline. 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
_ _ 
Qual. -Student behaviour is generally 
positive and it is not seriously affected 
by the social vulnerability of students. 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
_ 
_ 
_ 
_ 
Qual. -Most students assume their 
responsibility in keeping school 
discipline. 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
_ _ 
_ 
Quant. -3DUHQWV¶ FROODERUDWLRQ ZLWK VFKRRO
discipline by encouraging students to 
behave well.  
+ 0 + + + 0 
Quant. -Good student behaviour in the 
classroom.  
+ 
+ 
+ 
+ 
+ + + 0 
Qual. -School discipline rules being applied 
by teachers.  
0 0 0 0 0 0 
Quant. -Students consider that they learn more 
in a disciplined environment.  
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
Qual. -Climate of respect. + 
+ 
+ 
+ 
+ 
+ 
0 0 0 
Qual. -Good work climate for staff.    + 
+ 
 0  
Qual. -6WXGHQWV¶ LGHQWLILFDWLRQ ZLWK WKH
school. 
 + 
+ 
   + 
Quant. -Students feel well in the school.  + 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
 Overall Judgement + 
+ 
+ 
 
+ 
 
+ 
 
0 
 
_ 
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Considering the quality of relationships between stakeholders in the schools, a 
common element in all the schools is the good relationship between teachers and 
students. This aspect was emphasised by the participants of the study in each 
school. In the case of school 6, this element is positive, but slightly less positive 
WKDQ LQ WKH RWKHU  FDVHV ,Q WHUPV RI WKH YDULDEOH µJRRG UHODWLRQVKLSV EHWZHHQ
OHDGHUV DQG WHDFKHUV¶ WKLV IDFWRU LV FRQVLGHUHG SRVLWLYH RQO\ LQ VFKRRO  LQ WKH
other cases it is neutral and negative in the case of school 2. Regarding 
relationships between parents and the school, in the four atypical schools they are 
FRQVLGHUHGEHWWHU WKDQ LQ WKH W\SLFDOVFKRROV ,QUHODWLRQ WR WKHYDULDEOHµSRVLWLYH
DQG FROODERUDWLYH VFKRRO FOLPDWH¶ WKH perceptions of the participants are more 
positive in the first two cases of atypical schools and in all the other schools are 
neutral.  
 
Regarding school discipline, it can be observed that it is considered more 
positively in the case of atypical schools. In typical schools the level of 
vulnerability of students negatively affects this aspect and a significant proportion 
of students do not assume their responsibility in keeping discipline, especially in 
VFKRRO,QUHODWLRQWRµVWXGHQWEHKDYLRXULQWKHFODVVURRP¶LWLVFRQVLGHUHGYHU\
good in the first two atypical schools, good in schools 3, 4 and 5, and the 
SHUFHSWLRQLVQHXWUDOLQVFKRRO,QUHODWLRQWRWKHYDULDEOHµFOLPDWHRIUHVSHFW¶LQ
atypical schools 1, 2 and 3, the perception is very positive and in the other three 
cases the opinion is neutral. According to participants, all these institutions have 
clear rules to deal with student misbehaviour. However, the level of agreement is 
stronger in atypical schools. A code of student behaviour which establishes 
sanctions for students who misbehave should be not seen as a negative element in 
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a school, but as a necessary element because it encourages a climate that 
facilitates student learning and social interactions characterised by respect. In fact, 
the majority of students from all these schools considered that they learn more in a 
disciplined environment. Frequently, it is not the application of sanctions what 
makes the discipline better, but the awareness that there is a system of rules and 
an expected level of behaviour from students.  
 
Concerning the perception of students about the way they feel in school, 
VSHFLILFDOO\ LQ WKH FDVH RI WKH YDULDEOH µVWXGHQWV IHHO ZHOO LQ WKH VFKRRO¶
perceptions are positive in all the cases. Finally, the overall results of the category 
µVFKRROFOLPDWH¶FRQVLGHULQJWKHSHUFHSWLRQVDERXWDOOWKHYDULDEOHVUHODWHGWRWKLV
aspect, indicate that this factor is very positive in school 1, positive in schools 2, 3 
and 4, less positive in school 5 and negative in school 6. These results 
GHPRQVWUDWH WKDW WKH FDWHJRU\ µVFKRRO FOLPDWH¶ LV FRQVLGHUHG PRUH SRVLWLYHO\ LQ
atypical institutions.  
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School practices focused on success 
 
The following table corresponds to variables associated with school practices that 
demonstrate a greater or lesser focus on success. Some of these variables are 
qualitative, quantitative or an integration of both types of data.  
 
Table 6.2.2: Analytical table-school practices focused on success 
 
 
CATEGORY 
  
VARIABLES 
S1 
A 
S2 
A 
S3 
A 
S4 
A 
S5 
T 
S6 
T 
School 
practices 
focused on 
academic 
success 
Qual. -Strategic planning with clear goals to 
be accomplished by staff.  
+ 
+ 
 + 
+ 
   
Qual. -Concentration on academic success. + 
+ 
+ 
+ 
+ 
+ 
+ _ _ 
Qual.+ 
Quant. 
-Lesson planning.  + 
+ 
+ 
+  
+ 
+  
+ 
+  
0 + 
Qual.+ 
Quant. 
-Learning time is maximised.  
 
+ + 
+ 
+ 
+  
+ 0 0 
Qual. -Preparation for SIMCE. + 
+  
+ 
+ 
+ 
+  
+ 
+  
+  0 
Qual. -Preparation for SIMCE is among 
VFKRRO¶VSULRULWLHV 
+ + + + + _ 
Qual.  -School offers extra academic support 
and students take advantage of this 
opportunity.  
+ + + + _ _ 
Qual.+ 
Quant. 
-Use of incentives and or rewards for 
students, classes and teachers.  
+ 
+ 
0 + 
+ 
0 0 0 
Qual. -Higher education scholarship for good 
students 
+ + +    
Qual.  -+LJK LPSRUWDQFH WR WHDFKHUV¶
professional update.  
+ 
+ 
0 + 
+ 
+ 0 0 
Qual. -5LJRURXVWHDFKHUV¶HYDOXDWLRQV\VWHP 
 
+ 
+ 
0 + 
+ 
0 0 0 
Qual.+ 
Quant. 
-,QFHQWLYHV DVVRFLDWHG ZLWK WHDFKHUV¶
evaluation.  
+ 
+ 
0 + 
+  
0 0 0 
Qual. -6FKRRO FRQFHUQHG DERXW VWXGHQWV¶
future results. Formal student follow-up 
processes. 
+ 
+ 
 + 
+ 
   
Qual.  -Importance of the results in external 
examinations because it means funding 
opportunities, accomplishment of goals, 
prestige and satisfaction for the work 
done. 
+  
+ 
+ 
+ 
+ 
+  
+  + 0 
 Overall Judgement + 
+ 
+ 
 
+ 
+ 
+ 0 0 
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In terms of the first variable of this table, the evidence shows that only atypical 
schools 1 and 3 have a strategic plan with clear goals to be accomplished by the 
staff. This finding does not mean that the other schools do not have a system of 
institutional planning. However, in these schools, this factor has emerged as an 
important element related to the greater effectiveness of these institutions. This 
plan, which describes the goals that have to be undertaken in order to succeed, is 
carefully designed and evaluated. Many of the processes that characterise these 
two schools, which also include this strategic plan, demonstrate a significant focus 
on academic success. The data suggest that this particular focus is also present in 
the other two atypical schools. However, both typical institutions have a lower 
focus on academic success.  
 
,QUHODWLRQWRWKHWHDFKLQJDQGOHDUQLQJSURFHVVHVSDUWLFLSDQWV¶SHUFHSWLRQVRIWKH
YDULDEOH µOHVVRQ SODQQLQJ¶ DUH YHU\ SRVLWLYH LQ WKH FDVH RI WKH IRXU DW\SLFDO
schools. In the typical schools perceptions are neutral in school 5 and positive in 
school 6. These last results suggest that planning is also done in typical schools 
but this aspect is slightly less important in school 6 and it has an average level of 
importance in VFKRRO,QWHUPVRIWKHYDULDEOHµOHDUQLQJWLPHEHLQJPD[LPLVHG¶
the results show positive or very positive perceptions in the case of atypical 
schools. In typical schools the perceptions are neutral. These results suggest that 
in atypical institutions the time used in teaching and learning activities is more 
than in typical institutions. Unfortunately, in schools 5 and 6 a lot of time is 
wasted on other activities and also learning time is often reduced due to 
contextual reasonsVXFKDVWHDFKHUV¶DEVHQWHHLVPRUVWXGHQWV¶ODWHQHVV$OOWKHVH
factors will be discussed in the next chapter.  
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Concerning preparation for external examinations, there is preparation for SIMCE 
in all the schools, but in typical schools, the level of preparation is slightly less 
intense than in the other cases, especially in the case of school 6. In school 5, the 
preparation effort is not producing the expected results. According to the data, 
SIMCE preparation is a priority for almost all the schools, with the exception of 
school 6. In addition to SIMCE preparation, all the schools offer extra academic 
support. Unfortunately in typical schools 5 and 6, students do not take advantage 
of the opportunity and demonstrate a lack of responsibility to attend.  
 
With regards to the incentives or rewards for successful students, classes or 
teachers, in atypical schools 1 and 3, there is a better system of incentives than in 
the other institutions. This particular system has been implemented by the 
corporation which administers these two schools and includes economic 
incentives for teachers and the organisation of school trips, parties or the 
provision of equipment for classes that do well in SIMCE. In the other institutions 
incentives are frequently not material. This aspect will be discussed in the next 
chapter. In addition to the material or not material incentives used by these 
schools to encourage their teachers and students to do well, in atypical schools 1, 
2 and 3, good students have the opportunity of getting higher education 
scholarships, which can be also considered a good form of encouragement for 
students. 
 
In school 1 and 3, atypical schools administered by the corporation, some school 
practices emerged as important factors associated with the greater effectiveness of 
these institutions. For example, the teacher evaluation system is more rigorous 
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and there iV D EHWWHU V\VWHP RI LQFHQWLYHV DVVRFLDWHG ZLWK WHDFKHUV¶ HYDOXDWLRQ
results. In all the other schools the perceptions about these factors are neutral. In 
addition these two schools and atypical school 4 give higher importance to 
WHDFKHUV¶SURIHVVLRQDOXSGDWLQJ3DUWLFLSDQWV¶RSLQLRQV DUHQHXWUDO LQ VFKRRO 
and 6. Furthermore, in schools 1 and 3 there is a formal follow-up process of 
former students. This process is undertaken by an external consultancy company.  
 
Finally, it is necessary to mention that in almost all the schools the performance in 
external examination such as SIMCE is given high importance. This is because of 
the implications it has in terms of prestige, funding opportunities, accomplishment 
of goals and satisfaction for the work done. 7KLV DVSHFW ZDV MXGJHG DV µYHU\
LPSRUWDQW¶LQVFKRROVDQG,QVFKRROVDQGZDVFRQVLGHUHGµLPSRUWDQW¶
However in school 6, perceptions are neutral, which indicates a lower focus on 
external exams results.  
 
In summary, considering the overall reVXOWV RI WKH FDWHJRU\ µVFKRRO SUDFWLFHV
IRFXVHGRQVXFFHVV¶LWLVSRVVLEOHWRLQGLFDWHWKDWDW\SLFDOVFKRROVWHQGWRKDYHD
greater focus on success than typical institutions. This focus is especially strong in 
atypical schools 1 and 3, which are administered by the same corporation.  
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School leadership 
 
The following table corresponds to variables assessing the school leadership of 
the schools. These variables are quantitative, qualitative or an integration of both 
data types.  
Table 6.2.3: Analytical table-school leadership 
 
 
CATEGORY 
  
VARIABLES 
S1 
A 
S2 
A 
S3 
A 
S4 
A 
S5 
T 
S6 
T 
School 
leadership. 
Qual.+ 
Quant. 
-Most of the time the headteacher 
demonstrates a democratic leadership 
style. 
+ 
+ 
_  
_ 
+ 0 + 0 
Quant. -Supportive leadership.  + 
+ 
_ + 
+ 
0 0 0 
Qual. -Encouraging leadership + 
+ 
 + + 0 0 
 
Quant. -Regular feedback from school 
DGPLQLVWUDWLRQDERXWWHDFKHUV¶ZRUN 
+ _  + 0 _ 0 
Qual. -Leadership team motivates teachers to 
get involved in professional 
development courses and school gives 
incentives for this. 
+  + +   
Qual. -There is a collaborative work between 
the members of the leadership team in 
the organisation of systematic work. 
+ 
+ 
 +  + 
+ 
 
Qual. -Experienced school leaders.  + 
+ 
+  + 
+ 
+ 
+ 
+ 
+ 
_ 
_ 
 
Qual.+ 
Quant. 
-Other school members (teachers, 
students, parents) are considered in the 
decision making process. 
+ 
+ 
0 0 0 +  + 
+ 
Qual. -Proactive leadership. Leader tries to 
get the school involved in different 
projects.  
+ 
+ 
 + + +  
Qual. -Previous leadership had a positive and 
significant influence on the school. 
 + 
+ 
   _ 
_ 
Qual. -Leader assumes other roles which 
imply more contact with students. 
  + 
+ 
+ 
+ 
 + 
Qual.+ 
Quant 
-The headteacher is considered a 
leader.  
+ 
+ 
_ + 
+ 
+ 0 0 
Qual.+ 
Quant. 
-Parents consider the headteacher to be 
receptive and approachable.  
+ 
+ 
+ + 
+ 
+ 
+ 
0 0 
Qual.+ 
Quant.  
-7HDFKHUV¶VDWLVIDFWLRQZLWKWKHNLQGRI
leadership in the school.  
 
+ _ 
_ 
0 + 0 0 
 Overall Judgement + 
+ 
0 
 
+     
+ 
+ 
 
0 
 
 
0 
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5HJDUGLQJ WKH YDULDEOH µPRVW RI WKH WLPH WKH KHDGWHDFKHU GHPRQVWUDWHV D
GHPRFUDWLF OHDGHUVKLS VW\OH¶ SHUFHSWLRQV LQ WKH ILUVW DW\SLFDO VFKRRO DUH YHU\
positive. They are positive in the case of schools 3 and 5, neutral for schools 4 and 
6 and very negative in the case of school 2. The leadership is considered to be 
very supportive in schools 1 and 3, perceptions are neutral in schools 4, 5 and 6 
and negative in school 2. In terms of the level of encouragement that leaders give 
to other school members, it is considered positive in school 1, 3, 4 and neutral in 
schools 5 and 6. In fact, the data suggest that in the majority of the atypical 
schools, with the exception of school 2, school stakeholders think that the 
leadership team encourages teachers to get involved in professional development 
courses and the schools provide incentives for this. 
 
&RQFHUQLQJ µUHJXODU IHHGEDFN DERXW WHDFKHUV¶ ZRUN¶ SHUFHSWLRQV DUH SRVLWLYH LQ
schools 1 and 3, neutral in schools 4 and 6 and negative in school 2 and 5. In 
UHODWLRQWRWKHYDULDEOHµFROODERUDWLYHZRUNEHWZHHQWKHPHPEHUVRIWKHOHDGHUVKLS
WHDP LQ WKH RUJDQLVDWLRQ RI V\VWHPDWLF ZRUN¶ SHUFHSWLRQV DUH YHU\ SRVLWLYH LQ
schools 1 and 5 and they are positive in school 3. In termVRIWKHµFRQVLGHUDWLRQRI
RWKHUPHPEHUVRIWKHVFKRROLQGHFLVLRQPDNLQJ¶SHUFHSWLRQVDUHYHU\SRVLWLYHLQ
school 1 and 6, positive in school 5 and neutral in schools 2, 3 and 4.Headteachers 
in schools 1, 3, 4 and 5 are considered proactive, especially in school 1. These 
leaders are always trying to involve the school in different projects to improve the 
quality of education in the school.  
 
According to the data, almost all the headteachers are considered very 
experienced. Only in the case of school 6, are perceptions negative about this 
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aspect, which can be explained by the short time that the current headteacher had 
been in the school at the time of this study and also by her short experience in a 
headteacher position. In school 2, the leader had also been recently appointed as 
the school headteacher when I conducted this study, but he is an experienced 
headteacher who has previously worked as a secondary school headteacher. In 
these two specific schools, the previous leadership styles have had a significant 
influence, which is positive in the case of school 2 and negative in the case of 
school 6. In school 2, there was a headteacher for 30 years and, according to 
participants, he had a strong influence on the tradition of academic excellence that 
still characterises this school. Most of the teachers of school 2 have been working 
in the school for many years, thus were used to a different type of leadership. 
They were very satisfied with the previous leadership and they have not 
completely accepted the new one.  This fact can be corroborated by the negative 
SHUFHSWLRQVRISDUWLFLSDQWVRI WKLV VFKRRO DERXW WKHYDULDEOHV µWKHKHDGWHDFKHU LV
FRQVLGHUHGDOHDGHU¶DQGµWHDFKHUV¶VDWLVIDFWLRQZLWKWKHNLQGRIOHDGHUVKLSLQWKH
VFKRRO¶,QVFKRROWKHUHZDVDYHry authoritarian leadership style for some years 
which impacted in a not very positive way on the relationships and general 
climate in school.  
 
There is particular evidence that demonstrates that in schools 3, 4 and 6 school 
leaders assume other roles that demand more contact with students. For example, 
in school 3 all the members of the leadership team have to teach; in school 4, the 
KHDGWHDFKHU LV DOVR WKH GLUHFWRU RI WKH VWXGHQWV¶ RUFKHVWUD DQG LQ VFKRRO  WKH
current headteacher likes to visit the classroom, in order to know what is really 
happening inside these rooms. In this last case, this practice is only recent, 
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considering the short time that this headteacher has been in the position. 
Concerning the general impression about the leadership in these schools, in almost 
all the atypical schools, with the exception of school 2, the headteachers are 
considered leaders. The opinion about this aspect is neutral in both typical 
schools. In all the atypical schools the headteachers are perceived as receptive and 
approachable people by parents and in typical institutions the opinions are neutral. 
In addition to this, in atypical schools 1 and 4 teachers indicate that they are 
satisfied with the kind of leadership in the school. Positions about this aspect are 
neutral in school 3, 5 and 6 and negative in school 2.  
 
Finally, the overall results of the analysis of this category indicate that school 
leadership is considered very positive in atypical schools 1 and 3 and positive in 
DW\SLFDO VFKRRO3DUWLFLSDQWV¶ perceptions about this aspect are less positive in 
the case of atypical school 2 and typical schools 5 and 6. These results 
demonstrate a difference between the majority of atypical schools and both typical 
institutions. Nevertheless, the results of this cross-case analysis suggest that the 
leadership of atypical school 2 is not more positive than that of the typical 
schools. In relation to this point, it is necessary to mention that these results are 
correct only if the analysis of the current leadership is taken into account. 
However, for the purposes of this study, I have decided to analyse the effects of 
the previous leadership on this particular school. Having some important 
references about its history as a school, it would not be fair to underestimate the 
influence of the previous leadership on the effectiveness of this school. For that 
reason, the findings of this particular school, that were presented in the previous 
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chapter and that will be discussed in the next ones, have considered the positive 
influence of the previous leadership. 
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7HDFKHUV¶SURIHVVLRQDOFRPPLWPHQW 
 
7KH IROORZLQJ WDEOH FRUUHVSRQGV WR YDULDEOHV HYDOXDWLQJ WKH OHYHO RI WHDFKHUV¶
professional commitment to the schools. These variables are informed by 
qualitative, quantitative or both types of data.  
 
Table 6.2.4: Analytical table-WHDFKHUV¶SURIHVVLRQDOFRPPLWPHQW 
 
 
CATEGORY 
  
VARIABLES 
S1 
A 
S2 
A 
S3 
A 
S4 
A 
S5 
T 
S6 
T 
7HDFKHUV¶
professional 
commitment 
Qual.+ 
Quant. 
-Highly competent teaching staff and 
very prepared in the subject they teach. 
+ 
+  
+ 
+  
+ 
+  
 
+ 
+  
+ 
+ 
+ 
+  
Qual.+ 
Quant. 
-Frequently, many teachers enrol in 
new professional development courses 
to improve their knowledge and 
teaching skills.  
+ 
+ 
0 + 
+ 
+  0 0 
Qual.  -7HDFKHUV¶VWURQJFRPPLWPHQW 
 
+ 
+  
+ 
+  
+ 
+  
+  0  0 
Qual.  -Teacher commitment does not seem 
significantly affected by contextual 
factors, such as heavy workload and 
lack of time.  
+ + + + _ _ 
Qual.+ 
Quant. 
-According to students, teachers are 
JHQXLQHO\ LQWHUHVWHG LQ WKHLU VWXGHQWV¶
learning and they demonstrate 
vocation.  
+ 
+ 
+ + 
+ 
+ 
+ 
0 0 
Quant.  -Teachers being understanding and 
approachable with students most of the 
time.  
+ 
+ 
+ + 
+ 
+ +  + 
Quant.  -Teachers demonstrate disposition to 
be evaluated in teaching practices and 
receive feedback.  
 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+  
+ 
Quant.  -Efficient teacher classroom 
management. 
+ 
+ 
0 0 0 0 0 
Qual.+ 
Quant. 
 
-Teachers demonstrate interest in their 
job and express satisfaction about the 
teaching career decision. 
+ 
+ 
+ 
+ 
+ 
+ 
+  0 0 
 Overall Judgement + 
+ 
+ 
 
+ 
+ 
 
+ 
+ 
0 0 
 
:LWKUHVSHFWWRWKHILUVWYDULDEOHDERXWWHDFKHUV¶SURIHVVLRQDOFRPSHWHQFHVLQDOO
the schools teachers are perceived as highly competent. In schools 1, 3 and 4, 
participants reported that a significant proportion of teachers frequently enrol in 
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professional development courses, especially in schools 1 and 3. The perception 
about this aspect is less positive in school 2, 5 and 6. In the last two cases, 
teachers reported that they do not have enough time to attend professional 
development courses.  
 
The datDVXJJHVWWKDWDFFRUGLQJWRSDUWLFLSDQWV¶SHUFHSWLRQVWKHOHYHORIWHDFKHUV¶
commitment is stronger in atypical schools. In addition to this, contextual factors 
WKDW DUH FRPPRQ LQ WKH &KLOHDQ HGXFDWLRQDO V\VWHP VXFK DV µWHDFKHUV¶ KHDY\
ZRUNORDG¶ DQG µODFN RI WLPH¶ GR QRW VHHP WR DIIHFW WKH OHYHO RI WHDFKHU
commitment in atypical schools. On the contrary, these contextual factors have a 
negative impact on the commitment of teachers from typical schools 5 and 6. In 
relation to the level of teacher vocation and interest in student learning, the 
opinions are also slightly more positive in atypical schools. Furthermore, in all the 
schools teachers were considered understanding and approachable with students, 
especially in schools 1 and 3.  
 
In relation to the YDULDEOH µHIILFLHQW WHDFKHU FODVVURRP PDQDJHPHQW¶ LW FDQ EH
observed that this aspect is only considered very good in school 1, in all the other 
cases, the opinions of participants are neutral, which means that this aspect is 
considered neither exceptionaOQRUEDG ,QWHUPVRIµWHDFKHUV¶HYDOXDWLRQ¶ LQDOO
the schools teachers demonstrate a very high disposition to be evaluated in their 
practices and receive feedback.  
 
Finally, in all the atypical schools teachers demonstrate interest in their jobs and 
satisfaction with their decision to follow a career in teaching, which is an 
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indication of strong professional commitment. In fact, the overall results for this 
FDWHJRU\ FRQILUP WKDW WHDFKHUV¶ SURIHVVLRQDO FRPPLWPHQW LV FRQVLGHUHG PRUH
positive in atypical schools.  
 
([SHFWDWLRQVRIVWXGHQWV¶VXFFHVV 
 
The following table corresponds to variables assessing the level of expectations of 
VWXGHQWV¶ VXFFHVV LQ WKH GLIIHUHQW VFKRROV 7KHVH YDULDEOHV DUH FRPLQJ IURP
qualitative, quantitative or both data sources.  
 
Table 6.2.5: Analytical table-H[SHFWDWLRQVRIVWXGHQWV¶VXFFHVV 
 
 
CATEGORY 
  
VARIABLES 
S1 
A 
S2 
A 
S3 
A 
S4 
A 
S5 
T 
S6 
T 
Expectations 
RIVWXGHQWV¶
success 
Qual.+ 
Quant. 
-In general, school members have high 
expectations of students. They are 
convinced that they can do well if they 
work hard.  
+ 
+ 
+ 
+  
+ 
+  
+ 
+ 
0 0 
Qual.+ 
Quant. 
-Students have high expectations of 
themselves.  
+ 
+ 
+ 
+ 
0 0 0 0 
Quant. -Students want to continue studying 
after finishing school.  
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
Qual.+ 
Quant. 
-Parents have high expectations of 
their children.  
+ 
+ 
+ 
+  
0 + 
+ 
0 _ 
Qual.  -Contextual conditions are favourable 
for having high expectations of 
students.  
    _ 
_ 
_ 
_ 
 
Qual.+ 
Quant. 
-Optimistic view of school staff about 
VWXGHQWV¶SRVVLELOLWLHVWRVXFFHHGJLYHQ
the vulnerability they face. 
+ + + + 0 _ 
Qual.  -Students feel that the expectations of 
the school about them are high.  
+ 
+ 
+ 
+ 
+ 
+ 
+ 
+ 
 _ 
Qual.+ 
Quant. 
-In general, the level of expectations 
impacts student motivation in a 
positive way.  
+ 
+ 
+  0 + _ _ 
_ 
 
 Overall Judgement + 
+ 
+ 
+ 
+ + 0 _ 
 
Regarding expectations of school members about students, the data show that the 
perceptions of participants about this aspect are very positive in the four atypical 
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schools and neutral in the two typical schools. These results suggest that in 
general teachers and members of the leadership teams have high expectations of 
students in the atypical institutions. In the typical schools, the situation is more 
complex because some school members reported having high expectations of 
students, but also a significant number of them considered that their expectations 
of students are affected by adverse contextual conditions.  
 
,Q UHODWLRQ WR VWXGHQWV¶ H[SHFWDWLRQV RI WKHPVHOYHV LQ WKH WZR ILUVW DW\SLFDO
schools, these expectations are very high, but in the other four cases, these are 
neither high nor low. However, even if some participants do not have the best 
expectations of themselves; they seem to have positive expectations for their 
future. In fact, the majority of students from all the schools indicated that they 
would like to continue their studies after finishing school. ,Q WHUPV RI SDUHQWV¶
expectations of students, these are very high in the case of the atypical schools 1, 
2 and 4. In school 3 and 5, perceptions of participants are neutral and in school 6 
low. The results indicate that expectations are higher in the majority of atypical 
schools with the exception of school 3. 
 
&RQFHUQLQJ WKH ZD\ LQ ZKLFK FRQWH[WXDO FRQGLWLRQV DIIHFW VWDNHKROGHUV¶
expectations of students, the evidence suggests that in typical schools this aspect 
was emphasised as being a negative element. In the atypical school, which are 
also characterised by social vulnerability, these conditions did not emerge as 
elements affecting considerably the expectations of stakeholder about students. In 
fact, in atypical schools, there is an optimistic view about the future possibilities 
of students given the vulnerability they face, but this is clearly not the case in 
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typical schools, especially in school 6. In addition to this, in all the atypical 
schools students reported that their schools have high expectations of them. In 
school 5 there was not clear evidence about this aspect and in school 6 the 
opinions of students are not positive. Furthermore, regarding the impact of the 
level of expectations on student motivation, the evidence suggests that in atypical 
LQVWLWXWLRQVWKHOHYHORIVWXGHQWV¶PRWLYDWLRQLVJHQHUDOO\SRVLWLYHDVLQVFKRROV
2 and 4. In atypical school 3, the perceptions are neutral. This aspect was 
considered more positive in atypical schools. In the case of both typical schools, 
the level of student motivation was found to be low, especially in school 6. 
 
Finally, after considering the overall results about this category, it is possible to 
FRQFOXGHWKDWWKHµH[SHFWDWLRQVRIVWXGHQWV¶VXFFHVV¶WHQGWREHKLJKHULQDW\SLFDO
schools. The evidence has suggested that difficult contextual conditions are the 
main barriers affecting the level of expectations in the typical schools.  
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6.3 Summary of main categories analysed 
 
The following table summarises the results of the different main categories that 
were analysed in the previous tables. In the paragraphs presented after the table, I 
provide an overall interpretation in which I compare the presence of each category 
in atypical and typical schools.  
 
Table 6.3.1: Summary table-PDLQFDWHJRULHV¶RYHUDOOUHVXOWV 
Categories S1 
A1 
 
S2 
A 
S3 
A 
S4 
A 
S5 
T2 
S6 
T 
School climate + 
+ 
+ 
 
+ 
 
+ 
 
0 
 
_ 
 
School practices focused on 
academic success 
+ 
+ 
+ 
 
+ 
+ 
+ 0 0 
School leadership + 
+ 
0 
 
+                     
+ 
+ 
 
0 
 
 
0 
 
7HDFKHUV¶SURIHVVLRQDO
commitment 
+ 
+ 
+ 
 
+ 
+ 
 
+ 
+ 
0 0 
([SHFWDWLRQVRIVWXGHQWV¶
success 
+ 
+ 
+ 
+ 
+ + 0 _ 
 
,QUHODWLRQWRµVFKRROFOLPDWH¶WKLVDVSHFWLVFRQVLGHUHGOHVVSRVLWLYHLQW\SLFDO
institutions, especially in school 6. The main factor differentiating both types of 
LQVWLWXWLRQVLVWKHOHYHORIGLVFLSOLQH,QW\SLFDOVFKRROVVWXGHQWV¶EHKDYLRXULV
significantly less positive than in atypical institution.  
 
5HJDUGLQJWKHFDWHJRU\µVFKRROSUDFWLFHVIRFXVHGRQVXFFHVV¶UHVXOWVDUHSRVLWLYH
for all the atypical schools and neutral for both typical schools which indicates 
that in schools 5 and 6 the focus on success is less evident than in the other 4 
institutions. For example in school 6 there is not sufficient preparation for SIMCE 
                                                          
1
 A= Atypical School. 
2
 T= Typical School. 
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because this exam is not a priority for the school. In both schools learning time is 
not maximised and, according to the evidence given by participants, lesson 
planning is less effective than in atypical institutions.  
 
&RQFHUQLQJµVFKRROOHDGHUVKLS¶WKHUHVXOWVRIWKLVFURVV-analysis demonstrate than 
in three of the atypical schools the leadership is considered more effective than in 
the rest of the institutions. In atypical school 2, the perceptions of participants 
about this aspect are not more positive than typical schools. As was previously 
indicated in this chapter, at the time in which this study was conducted, the 
leadership of school 2 was not considered particularly effective. Nevertheless, for 
the purposes of this study, I have decided to assess the influence of the successful 
previous leadership on the academic success of this school. The characteristics of 
this particular leadership were explored in the Canelo School portrait and they are 
discussed further in the next chapter. 
 
,Q WHUPV RI µWHDFKHUV¶ SURIHVVLRQDO FRPPLWPHQW¶ WKH UHVXOWV RI DW\SLFDO VFKRROV
are more positive than in the case of typical institutions. According to the 
evidence, in typical institutions teachers tend to demonstrate a lower commitment 
DQGWKH\KDYHDORZHUOHYHORILQYROYHPHQWLQVWXGHQWV¶OHDUQLQJDQGSURIHVVLRQDO
vocation. In addition to this, their levels of interest and satisfaction with the 
decision to follow a career in teaching are lower  
 
,QUHODWLRQWRWKHFDWHJRU\µH[SHFWDWLRQVRIVWXGHQWV¶VXFFHVV¶WKHUHVXOWVVXJJHVW
that in the case of atypical schools expectations tend to be higher than in typical 
institutions. The evidence demonstrates that in typical schools, especially in 
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VFKRROWKHUHLVDOHVVRSWLPLVWLFYLHZRIVFKRROVWDIIDERXWVWXGHQWV¶SRVVLELOLWLHV
of success given the vulnerability they face. In general, in typical school 
contextual conditions are less favourable for having high expectations of students 
and, consequently, these lower expectations have negative repercussions for the 
levels of student motivation. 
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6.4 Summary 
 
In this chapter, I identified 5 main factors associated with the greater effectiveness 
of the four atypical schools. These conditions were also analysed in each of the 
typical schools. In this chapter, I have compared the six schools to corroborate 
and identify clear differences between the two types of schools. I have used 
different variables to evaluate each category, using qualitative, quantitative or in 
many cases an integration of both sources of data. After this cross-case analysis, it 
is possible to conclude that more effective schools, or atypical ones, demonstrate a 
better organisational climate characterised by good relationships between school 
members and a good level of discipline. In addition, atypical schools have a 
greater focus on academic success, their teachers show a higher level of 
professional commitment and their leaders contribute to the school success. 
)XUWKHUPRUHLQWKHVHLQVWLWXWLRQVWKHH[SHFWDWLRQVRIVWXGHQWV¶VXFFHVVDUHJUHDWHU
which has positive implications for student motivation. In the next chapter, I 
discuss in depth all these factors in order to achieve a better understanding of the 
relationship between these specific features and school effectiveness. This 
discussion is guided by the reflection about four of my research questions.  
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7. Discussion 
 
7.0 Introduction 
 
In this chapter I discuss the findings of the six case studies that were presented in 
Chapter 5 and the results of the cross-case analysis presented in Chapter 6. I 
address four of the five research questions guiding this study. In the first section 
of this chapter (7.1), I explore the general factors that help to explain the greater 
effectiveness of the four atypical schools selected for this study. The effectiveness 
IDFWRUVWKDWDUHFRPPRQLQDOOWKHDW\SLFDOVFKRROVDUHµVWURQJIRFXVRQVXFFHVV¶
µHIIHFWLYH OHDGHUVKLS SUDFWLFHV¶ µKLJK OHYHO RI WHDFKHUV¶ SURIHVVLRQDO
FRPPLWPHQW¶ µSRVLWLYH VFKRROFOLPDWH¶DQG µKLJKH[SHFWDWLRQVRI VWXGHQWV¶7KH
second section consists of an exploration of the distinctive elements of each 
school that seem to have a particularly positive effect on their success (7.2). In the 
third section, I situate each school within a particular context and history in order 
to understand if these particular contextual and historical elements may be 
influencing the results of the school iQWHUPVRISXSLOV¶RXWFRPHV)LQDOO\LQ
the last section, I discuss the differences between the atypical and typical schools 
(7.4). This comparison might be particularly illuminating in achieving a clear 
understanding of the characteristics of more effective schools in disadvantaged 
social contexts and will help me to elaborate my conclusion in the next chapter.  
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7.1 What are the general factors that help to explain the greater 
academic success of this purposive sample of schools serving areas 
of social deprivation? 
 
In the following section there is a discussion of the general factors associated with 
effectiveness that were found in the four atypical schools and which, according to 
the evidence, do not have the same level of importance or presence in typical 
schools.  
 
Factor 1: Strong focus on success 
 
The four atypical schools demonstrate a particularly strong focus on success 
which is one of the factors that I have associated with the greater effectiveness of 
these institutions in terms of VWXGHQWV¶ DFDGHPLF RXWFRPHV $FFRUGLQJ WR
5H\QROGV 	 7HGGOLH  S ³IRFXVLQJ XSRQ WKH LPSRUWDQFH RI DFDGHPLF
goals and processes and an academic emphasis have been shown to be core 
FRUUHODWHVRIHIIHFWLYHVFKRROV´7KHUHIRUHWKLVVWXG\LVFRUURERUating the findings 
of previous studies. It is possible to observe that these schools are concerned with 
VXFFHVV UHODWHGDVSHFWV VXFKDV µSODQQLQJ IRU VXFFHVV¶ µWHDFKHUHYDOXDWLRQ¶ µXVH
RI LQFHQWLYHV¶ µKLJK LPSRUWDQFH JLYHQ WR teacher professional develoSPHQW¶ DQG
µVWURQJIRFXVRQH[WHUQDODVVHVVPHQW¶ 
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Planning for success 
 
Considering the results of this study, it is possible to indicate that planning is 
particularly effective in my sample of atypical schools. In Canelo and Avellano 
Schools planning has emerged as an element related to pedagogical aspects 
involving lesson preparation and organisation of a systematic practice programme 
for external assessments. This is probably done in any school, but in some schools 
this practice seems to be more effective than in others, and that is the case of my 
atypical schools. As the evidence in Chapter 6 (table 6.2.2) demonstrates, 
perceptions of participants about lesson planning in atypical schools are very 
positive in all the cases. The majority of participants from atypical schools 
indicated that this aspect is effective, as suggested by the headteacher:  
 
³,QWKLVVFKRROteachers work planning learning units based on the 
national programmes, design learning materials and reflect about 
the evaluation and teaching-OHDUQLQJ PHWKRGRORJLHV HWF´
(Headteacher, Rauli School)  
 
This testimony illustrates what is clear from the data analysis, that planning is 
taken very seriously in this type of institution. This planning is not just about 
content, but it also integrates evaluation and reflection about methodologies 
employed in teaching. In table 6.2.2, it is possible to corroborate that even if 
perceptions about this aspect are not negative in typical schools, they are less 
positive than in atypical schools. For example, in one of the typical schools 
stakeholders indicated that planning is not always done:  
 
³1RW PDQ\ WHDFKHUV SODQ their classes. Many of them choose an 
activity from the course book when they arrive to the classroom 
DQGZHUHDOLVHWKDW´6WXGHQW/HQJD6FKRRO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8QIRUWXQDWHO\ LQ ERWK W\SLFDO VFKRROV FRQWH[WXDO FRQGLWLRQV VXFK DV µWHDFKHUV¶
ODFN RI WLPH¶ DQG µH[FHVVLYH ZRUNORDG¶ DIIHFW WHDFKLQJ DQG FRQVHTXHQWO\ WKH
VFKRROV¶ UHVXOWV , ZLOO GLVFXVV WKHVH FRQWH[WXDO FRQGLWLRQV LQ WKH ODVW VHFWLRQ RI
this chapter (see section 7.4). Efficient lesson preparation also involves the 
consideration of other elements such as thH HIILFLHQW DGPLQLVWUDWLRQ RI µOHDUQLQJ
WLPH¶ $FFRUGLQJ WR 6FKHHUHQV 	 %RVNHU  S ³OHDUQLQJ WLPH FDQ EH
LQWHUSUHWHGDVDPHDVXUHRIWKHTXDQWLW\RIH[SRVXUHWRµHGXFDWLRQDOWUHDWPHQW¶DW
VFKRRO´,QUHODWLRQWRWKHYDULDEOHµPD[LPLVDWLRQRIOHDUQLQJWLPH¶SDUWLFLSDQWV¶
perceptions are more positive in atypical schools as the data show (see Chapter 6, 
table 6.2.2). The data suggest that in more effective institutions the time dedicated 
to teaching and learning activities is greater, as indicated in the following 
testimony: 
 
³In this school, teachers use effectively 40 minutes from the 45 
minutes that a lesson hour lasts.  This is uncommon in many 
schools in this area, where the time of effective teaching in a 
classroom is maybe around 20 PLQXWHV´ +HDGWHDFKHU 5DXOL
School) 
 
Effective planning should consider the effective arrangement of aspects such as 
µOHDUQLQJ WLPH¶ µUHVRXUFHV WR WHDFK¶ DQG µPHWKRGRORJLHVXVHG LQ WHDFKLQJ¶7KLV
study has not found important differences in the type of resources or 
methodologies employed in teaching, between atypical and typical schools. 
However, one of the main differences found in terms of teaching and learning is 
the higher optimisation of time in atypical institutions. SER studies have produced 
many categorisations of effective school conditions and many of them have 
emphasised the importance of the time allocated to learning. For example, the 
studies conducted by Scheerens (1989), Selden (1990) and the categorisation by 
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Reynolds & Teddlie (2000) based on the studies of Levine & Lezotte (1990) and 
6DPPRQV HW DO  KDYH HPSKDVLVHG WKH LPSRUWDQFH RI µWKH RSWLPLVDWLRQ RI
OHDUQLQJWLPH¶IRUWKHHIIHFWLYHQHVVRIWKHWHDFKLQJDQGOHDUQLQJSURFHVVHV 
 
In Araucaria and Rauli Schools, which are administered by the same corporation, 
planning is also important in the organisation of lessons and programmes to 
prepare students for external assessment. In addition to this, in these two schools 
planning has a special focus on success and there is a strategic plan to organise the 
actions orientated to achieve educational effectiveness. The strategic plan includes 
DKLJKQXPEHURIJRDOVWKDWKDYHWREHDFKLHYHGE\WKHVFKRROV¶VWDNHKROGHUV7KLV
GHVLJQRI WKHSODQWDNHV LQWRDFFRXQW WKHVFKRROV¶YLVLRQDQGPLVVLRQ which will 
be achieved by accomplishing the goals described in this document. The plan 
FRYHUV D SHULRG RI WKUHH \HDUV DQG VFKRRO PHPEHUV¶ YLHZV DQG VXJJHVWLRQV DUH
considered in its design. For example, during staff meetings, teachers can propose 
or discuss the goals to include. The people who are most involved in the 
elaboration of this plan are the leadership teams of each school. Once the plans 
have been developed, the corporation evaluates them and gives feedback. The 
strategic plan has its genesis inside the schools and school stakeholders are 
expected to strive for success in the achievement of its goals. Teachers in both 
schools have to sign a document in which they acknowledge their professional 
responsibilities in relation to this plan. Teachers are aware of the expectations the 
schools have in relation to this. According to school members, having a strategic 
plan has a positive impact on effectiveness because the work system is organised 
and structured and individual responsibilities are made very clear for school 
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planned and stakeholders are very conscious that the corporation expects them to 
do well, as they are evaluated in relation to their results. Teachers also know that 
WKHFRQWLQXLW\LQWKHLUSRVLWLRQVLVDVVRFLDWHGZLWKWKHDFKLHYHPHQWRIWKHVFKRROV¶
goals, thus they do their best to meet the standards of efficiency expected of them.  
 
It is important to mention that in school effectiveness literature, the concept of 
µSODQQLQJ¶ LV RIWHQ PRUH DVVRFLDWHG ZLWK µLQVWUXFWLRQ SODQQLQJ¶ UDWKHU WKDQ ZLWK
µLQVWLWXWLRQDOSODQQLQJ¶)URPP\H[SHULHQFHDVDSUDFWLWLRQHUWKHXVHRIµVWUDWHJLF
SODQV¶LVQRWFRPPRQLQ&KLOHDQVFKRROV7KXVLWFDQEHFRQVLGHUHGDGLVWLQFWLYH
element of the Araucaria and Rauli Schools. It makes sense to attribute this 
distinctive characteristic to the fact that these schools have an external 
administration that incorporates practices that are not common in other schools. 
Araucaria and Rauli practices are established in the strategic plan, as one of the 
headteachers emphasised:  
 
³7KHVFKRROZRUNLQJV\VWHPLVWKHUHVXOWRIDVWUDWHJLFSODQWKDWLV
generated in the school but is evaluated by the corporation. This 
plan has around 70 goals and it covers a three year 
SHULRG´+HDGWHDFKHU$UDXFDULD6FKRRO 
  
There is general agreement between members of both schools about the relevance 
RI WKH VWUDWHJLF SODQQLQJ DV D FDWDO\VW IRU WKHVH VFKRROV¶ JUHDWHU VXFFHVV DQG LW
seems that this factor is more influential for the effectiveness of these schools than 
other factors that are traditionally given more importance. This particular point is 
pointed out by a parent:  
 
³I think that the greater effectiveness that this school has is a 
consequence of the strategic planning and not of strong family 
VXSSRUWDQGLQYROYHPHQW´3DUHQW5DXOL6FKRRO 
 
264 
 
This comment invites the reflection about the core of the SER movement which 
states that ³VFKRRO PDNHV D GLIIHUHQFH´ In this case a parent gives more 
importance to the school effect rather than to external factors, such as the family 
support. In fact, this particular study has not found a strong association between 
WKHJUHDWHUHIIHFWLYHQHVVRIWKHDW\SLFDOVFKRROVDQGSDUHQWV¶LQYROYHPHQW 
 
Finally, it is very important to indicate that it is essential that the results of the 
planning initiatives are evaluated to determine if the actions planned were actually 
successful. In the case of Araucaria and Rauli schools, the corporation evaluates 
the achievement of the goals and the plans are updated every three years 
FRQVLGHULQJ WKH VXJJHVWLRQV DQG QHZ QHHGV RI WKH VFKRROV¶ FRPPXQLWLHV ,Q
addition, school members are encouraged to do their best to meet the requirements 
of the strategic plans and they are offered incentives if they perform their work 
demonstrably well. These two aspects, evaluation and incentives, are discussed in 
the next sections.   
 
Teacher evaluation 
 
7HDFKHUV¶HYDOXDWLRQLVWKHVHFRQGGLPHQVLRQRIWKHPDFURIDFWRUµVWURQJIRFXVRQ
success.¶2QO\WZRRIWKHDW\SLFDOVFKRROVKDYHDWHDFKHUHYDOXDWLRQSURFHVVWKDW
seems to be particularly efficient; specifically the schools run by the corporation, 
Araucaria and Rauli. The other two atypical schools also have a process of teacher 
evaluation but the data did not demonstrate a significant association between these 
processes and the effectiveness of the institutions. In these schools the teacher 
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evaluation processes do not seem to be distinctive or very different from the 
typical institutions (see Chapter 6, table 6.2.2).  
 
In Araucaria and Rauli the processes of teacher evaluation could be considered 
very efficient. Teachers have an assessment in which they have to demonstrate a 
very high level of efficiency. They are given a maximum of three years to reach 
this level, and if they do not achieve it over this period of time, they cannot 
continue working in the school. The process of evaluation is very exhaustive and 
includes many factors as noted in this comment:  
 
³There has been a system of evaluation since 1995 which includes 
classroom supervision, accomplishment of commitments that 
teachers sign, management of administrative-pedagogical duties, 
SURIHVVLRQDOUHVSRQVLELOLW\WHDFKHUV¶VHOI-HYDOXDWLRQDQGVWXGHQWV¶
HYDOXDWLRQRIWHDFKHUV´+HDGWHDFKer, Araucaria School) 
 
$Q HIIHFWLYH HYDOXDWLRQ V\VWHP RI WHDFKHUV¶ FRPSHWHQFHV LV D YHU\ LPSRUWDQW
element in terms of the quality of teaching in schools. SER has given plentiful 
evidence about the role of teachers in the effectiveness of an institution. For that 
UHDVRQ LW LV YHU\ LPSRUWDQW IRU D VFKRRO WR HYDOXDWH WHDFKHUV¶ FRPSHWHQFHV DQG
commitment on a regular basis. Day et al., (2007, p.236) suggest that in the 
SROLWLFDODJHQGDVRIGHYHORSLQJRUGHYHORSHGFRXQWULHV³LVVXHVRIWHDFKHUTXDOLW\
standarGVUHFUXLWPHQWDQGUHWHQWLRQDUHFHQWUDO´7KHUHIRUH LQRUGHUWRPHHWWKH
H[SHFWHG WHDFKHUV¶ SHUIRUPDQFH VWDQGDUGV LW LV QHFHVVDU\ WKDW DW D QDWLRQDO
contextual level and at a local school level, effective policies, regulations and 
actions are implemented. Taking as an example, the successful teacher evaluation 
practices implemented in schools like Araucaria and Rauli, more schools should 
have rigorous teacher evaluation processes that consider various teaching aspects. 
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 In Rauli School, the evaluation of teachers is a permanent practice. One of the 
leadership team members who is in charge of the Curriculum and Evaluation Unit 
supervises lessons continuously and provides a lot of support to teachers giving 
them constant feedback about their practices and recommendations about how to 
improve the quality of their lessons. Teachers think that the professional support 
they receive from this person is very useful to improve their practices and the 
results of their students. They expressed their satisfaction about this practice, as 
the following comment from a teacher demonstrates:  
 
³,WLVDOVRYHU\LPSRUWDQWWKHFODVVURRPVXSHUYLVLRQWKDWPHPEHUV
of the senior management team do. They give feedback in a 
SRVLWLYHDQGFRQVWUXFWLYHZD\´7HDFKHU5DXOL6FKRRO 
 
Use of incentives  
 
$WKLUGGLPHQVLRQRIWKHIDFWRUµVWURQJIRFXVRQVXFFHVV¶LVWKHµXVHRILQFHQWLYHV¶
7KLVDVSHFWLVFRPPRQO\DVVRFLDWHGZLWKµWHDFKHUV¶HYDOXDWLRQ¶EHFDXVHLQFHQWLYHV
and reward systems are used by some schools to encourage their teachers to 
improve their professional performance, which has to be demonstrated in the 
evaluation process. In this group of schools incentives and rewards are used to 
encourage teachers and students. As the evidence suggests (see Chapter 6, table 
6.2.2), the use of incentives is particularly high in Araucaria and Rauli. In the 
other two atypical institutions, the perceptions of stakeholders about this aspect 
are neutral, which indicates that the use of incentives is not something particularly 
strong in these schools. In fact, it has the same level of importance as in typical 
institutions.  
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In the two schools administered by a corporation, the system of incentives for 
WHDFKHUV LVEDVHGRQ WKH UHVXOWV WKDW WKH\JHW LQ WKH WHDFKHUV¶HYDOXDWLRQSURFHVV
As previously noted, teachers are expected to achieve a very high percentage of 
efficiency and they are given economic incentives if they reach the expected level, 
which is set by the corporation. This strategy seems to be effective in increasing 
WHDFKHUV¶HIIRUW WR VXFFHHGEHFDXVH WKH Weaching profession in Chile, as in many 
other developing countries, is not a well-paid job, thus an opportunity to increase 
in their salaries for demonstrating satisfactory professional performance is an 
encouragement for many teachers.  
 
In addition to the incentives given to teachers, student effort is also 
acknowledged, as the following comment indicates: 
 
³,QFHQWLYHVDUHQRWRQO\UHODWHGWR6,0&(JRRGFODVVHVDQGJRRG
VWXGHQWVDOVRUHFHLYHUHZDUGV´3DUHQW5DXOL6FKRRO 
 
For instance, classes that perform well in the external examination SIMCE are 
given a prize, such as a social gathering for students organised by the school or 
equipment for their classroom. Moreover, students who perform well 
academically are given prizes and their effort is acknowledged in a ceremony 
where good teachers are also recognised.  School members value the system of 
incentives of these schools because they think that it has a positive effect on 
student motivation, as this testimony of a teacher describes:    
 
³, WKLQN LW is fantastic when students are taken to a ceremony in 
Santiago to be given rewards. They are given prizes when they are 
studying and also when they leave. The best DUAL63 student is 
                                                          
63
 DUAL is the immersion programme that students take when they are doing their specialisation 
courses.  
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given a prize, also the best former student who is in higher 
HGXFDWLRQ´7eacher, Araucaria School) 
 
The incentive policy promoted by the corporation is one of the many strategies 
focused on success that this organisation employs as a way to maintain good 
student attainment levels. School members feel motivated to make more effort 
because they know that in these schools it will be rewarded, not necessarily in a 
material way, but also through public acknowledgment. This factor differentiates 
these schools from others, where teachers and students are also expected to 
perform well but there is not an effective incentive system nor reinforcement and 
encouragement, which affects their motivation. More than two decades ago SER 
was already giving evidence about the connection between the use of 
³DFKLHYHPHQWVWLPXODQWV´DQGVFKRROHIIHFWLveness (Scheerens, 1989).   
 
+LJKLPSRUWDQFHJLYHQWRWHDFKHUV¶SURIHVVLRQDOGHYHORSPHQW 
 
All the atypical and typical schools analysed in this study placed importance on 
WHDFKHUV¶ SURIHVVLRQDO XSGDWLQJ +RZHYHU DFFRUGLQJ WR WKH HYLGHQFH, in the 
atypical schools Araucaria, Rauli and Avellano, this aspect has been emphasised 
by school members as being particularly relevant, especially in the case of the 
corporation schools (see Chapter 6, tables 6.2.2 and 6.2.4). In the case of Avellano 
School, teacher development is a practice which is encouraged by the headteacher 
and teachers demonstrate a willingness to update their professional knowledge 
and skills. Therefore, a significant number of teachers frequently enrol in 
professional development courses. In the case of Araucaria and Rauli, for the 
corporation that runs these schools, it is important to have well trained teaching 
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staff able to provide quality education. Therefore, they are continuously 
concerned about trying to find new and appropriate opportunities of professional 
development for their teachers.  
 
6FKRROHIIHFWLYHQHVVOLWHUDWXUHKDVUHIHUUHGWRWHDFKHUV¶SURIHVVLRQDOGHYHORSPHQW
LQVRPHRIWKHIROORZLQJZD\VµSUDFWLFHRULHQWHGVWDIIGHYHORSPHQW¶µSURIHVVLRQDO
GHYHORSPHQW¶µGHYHORSLQJVWDIIVNLOOVDWWKHVFKRROVLWH¶/HYLQH	/H]RWWH
Cotton, 1995; Reynolds & Teddlie, 2000). The corporation and the leadership 
WHDPVRI WKHVH LQVWLWXWLRQVDUHDZDUHRI WKH LPSRUWDQFHRI WHDFKHUV¶SURIHVVLRQDO
development, so they encourage teachers to get involved in development courses 
to improve their knowledge in the subjects they teach and also their teaching 
strategies and techniques, as the following testimony suggests:  
 
³7KH PDMRULW\ RI WHDFKHUV DUH FRQVWDQWO\ JHWWLQJ HQUROOHG LQ
professional development courses in order to improve their 
methodologies or develop better skills to help students to develop 
in the personal, academic and social aspects. These courses are 
either funded by the Ministry of Education or by the 
FRUSRUDWLRQ´+HDGWHDFKHU$UDXFDULD6FKRRO 
 
The motivational strategies that the corporation has implemented to attract 
WHDFKHUV¶ LQWHUHVW LQ JHWWLQJ LQYROYHG LQ GHYHORSPHQW FRXUVHV LQFOXGH HFRQRPLF
incentives. In general, the encouragement that teachers receive achieves very good 
results because the majority of teachers demonstrate significant interest in taking 
courses. A clear understanding of the mission of the institution in which they are 
working and the system of economic incentives are some of the aspects that 
LQIOXHQFH WHDFKHUV¶ SRVLWLYH UHVSRQVH WR WKH SURIHVVLRQDO GHYHORSPHQW RIIHUV LQ
these schools. In relation to the first point, teachers are conscious that the 
corporation is an organisation which is highly focused on educational success, and 
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that working in one of the schools administered by this organisation means 
agreeing with certain practices that are part of the objectives of the school. In 
addition to this, the system of economic incentives is definitely valued by teachers 
because they feel that the time invested in these courses is rewarded. 
 
Strong focus on external assessment 
 
The four atypical schools are characterised by placing high importance to external 
assessment. These schools demonstrate a strong school focus on achievement; 
therefore examinations such as SIMCE are taken seriously (see Chapter 6, table 
6.2.2). The relationship between school effectiveness and standardised 
examinations results has always been controversial with detractors arguing that 
the effectiveness research based on measurable outcomes neglects other types of 
outcomes and cultural dimensions (Goodlad, 1984; Gorard, 2010). Nevertheless, 
being fully aware that the range of student outcomes typically addressed in SER 
may be insufficient, I have considered academic outcomes in the selection of my 
sample of more effective schools. However, this decision does not mean that I 
have not included contextual information to explain those results in the analysis 
process (socio-economic information, cultural issues and educational policies and 
administration issues). In fact, in this study I have considered the analysis of 
HOHPHQWV VXFK DV µVWXGHQW DVSLUDWLRQ¶ µVWXGHQW HQMR\PHQW RI HGXFDWLRQ¶ DQG
µIXWXUH VWXGHQW SDUWLFLSDWLRQ LQ HGXFDWLRQ¶ *RUDUG  Where I have not 
included more attitudinal factors, or where the analysis of the aspects proposed by 
Gorard does not include quantitative measurement, it is because there is a lack of 
evidence about attitudinal and social outcome data in the Chilean context. 
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Considering all this, in this particular research, the analysis of the importance 
given to external assessment results by the schools is a key element.  
 
According to the evidence (see Chapter 6, table 6.2.2), in atypical schools the 
level of preparation for SIMCE is higher than in typical schools. However, in the 
typical school Quillay, students also receive preparation, but results tend to be 
worse than in atypical schools. SIMCE preparation is not only about content, but 
also about helping students to become familiar with the structure of the 
examination and type of questions they will have to face, as the following 
evidence shows:  
 
³,QWKHVXEMHFWVWKDWDUHPHDVXUHGE\6,0&(WHDFKHUVZRUNZLWK
models of questions that are very similar to the ones included in 
6,0&(´+HDGWHDFKHU5DXOL6FKRRO 
 
In atypical schools, the collaboration between different departments in SIMCE 
preparation and the involvement of different school units tend to be significant. 
This collective effort is particularly strong in Avellano as this example 
demonstrates:  
 
³,W LV a team effort; colleagues from other departments and the 
Evaluation and Curriculum Unit (UTP) also collaborate. Everyone 
is in a way involved and we are constantly doing practice papers 
DQG HYDOXDWLQJ WKH UHVXOWV RI WKRVH SUDFWLFH SDSHUV´7HDFKHU
Avellano School) 
 
In the four atypical institutions, especially in Araucaria, Canelo and Rauli, school 
staff and pupils are aware of the importance that this exam has for their schools 
and for themselves in terms of personal satisfaction for the achievement of goals, 
school prestige and funding opportunities. For example, many school 
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improvement projects created by the Ministry of Education or by external 
sponsors (which give funding to schools) consider schools that have good results 
in SIMCE. Although, this is slightly illogical, considering that the schools with 
lower results should receive more assistance. For that reason, these atypical 
schools and also the typical School Quillay, consider SIMCE preparation a 
priority (see Chapter 6, table 6.2.2). 
 
As was discussed in one of the previous sections, corporation schools Araucaria 
and Rauli have a good incentives system which also considers SIMCE results. In 
the other atypical schools, Canelo and Avellano, the types of incentives are 
basically public acknowledgement and sometimes teachers give students 
additional points or additional good marks as a way to value student effort.   
 
Finally, it is important to mention that schools in Chile normally provide some 
preparation for the university admission examination (PSU). However, this is not 
a usual practice in vocational schools, where this type of preparation is lower than 
in humanistic-scientific schools that have an academic orientation. My research 
evidence demonstrates that Canelo places high importance on the preparation for 
this exam. This practice is not totally supported by the school administration 
because it is against the mission of the school, which is to prepare students for 
work-life, corresponding with its vocational orientation. However, in Canelo the 
combination of factors such as tradition of academic excellence, strong focus on 
DFKLHYHPHQWDQGWHDFKHUV¶KLJKH[SHFWDWions of students make teachers committed 
to the preparation of students for any exam that provides them with the 
opportunity of having a better future, as a student suggests:  
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³7HDFKHUV IUHTXHQWO\ DSSO\ SUDFWLFH SDSHUV RI WKH XQLYHUVLW\
admission test. It is not their responsibility because this is a 
YRFDWLRQDO LQVWLWXWLRQ EXW WKH\ GR DQ\ZD\´ 6WXGHQW &DQHOR
School) 
 
To summarise: the evidence of this research suggests that atypical schools are 
characterised by some particular practices that demonstrate a high focus on 
success. All these features have a significant impact on the effectiveness that these 
schools demonstrate in comparison to schools with similar contextual conditions. 
This focus is especially evident and more significant in the corporation schools 
Araucaria and Rauli, although the other two atypical schools also have a greater 
focus on success than typical institutions.  
 
Factor 2: Effective leadership practices 
 
Effective leadership is an aspect that is frequently associated with greater school 
VXFFHVV,QUHODWLRQWRWKLV5H\QROGV	7HGGOLHSKDYHLQGLFDWHG³ZH
GRQ¶W NQRZ RI D VWXG\ WKDW KDV QRW VKRZQ WKDW OHDGHUVKLS LV LPSRUWDQW ZLWKLQ
effective schRROV´,QIDFW6(5KDVJLYHQHQRXJKHYLGHQFHDERXWWKHSUHVHQFHRI
this factor in schools that demonstrate good levels of effectiveness (Levine & 
Lezotte, 1990; Sammons et al., 1995; Cotton, 1995; Reynolds & Teddlie, 2000). 
In this particular research participants demonstrate a positive perception about the 
current leadership in three of the atypical schools, which can be considered 
particularly outstanding, in both corporation schools (see Chapter 6, table 6.2.3). 
In the atypical school Canelo, the perceptions of participants about the school 
leadership are not particularly positive, they are neutral. However, the previous 
leadership style that characterised this institution for a long time had a very 
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positive impact on the school (see Chapter 6, table 6.2.3). This particular 
influence is still perceived by participants as one of the aspects associated with the 
greater success of Canelo. Therefore, I have decided to include Canelo in this 
reflection of successful leadership practices, but only in that it refers to the 
leadership of the previous headteacher.  
 
As previously mentioned, in both corporation schools, Araucaria and Rauli, the 
leadership is considered particularly positive, far more so than in the rest of the 
schools. These leaders seem to adapt their leadership styles to the circumstances 
DQG DOWKRXJK PRVW RI WKH WLPH WKH\ DUH FRQVLGHUHG µGHPRFUDWLF OHDGHUV¶ ZKR
distribute power with other staff members, they might act more autocratically and 
make firm decisions when it is required, as the following comment suggests: 
 
³It is true that he is a little authoritarian sometimes, but maybe the 
school would not have the same results if he were not like that. 
Maybe with someone more flexible that agrees with everything and 
finds that things are always ok, thHVFKRROZRXOGQRWEHWKHVDPH´
(Parent, Araucaria School) 
 
In relation to this previous point, many studies have emphasised that an effective 
OHDGHUVKLS VKRXOG EH µILUP DQG SXUSRVHIXO¶ 0RUWLPRUH HW DO  7HGGOLH 	
Stringfield, 1993; and Sammons et al., 1997). This characteristic is also 
mentioned in the definition by Moos & Huber (2007) in a chapter where they 
FRQQHFW VFKRRO OHDGHUVKLS DQG VFKRRO HIIHFWLYHQHVV ³SURIHVVLRQDO VFKRRO
OHDGHUVKLS´ LV GHVFULEHG DV ³ILUP DQG SXUSRVHIXO VKDULQJ OHDGHUVKLS 
responsibilities, involvement in and knowledge about what goes on in the 
FODVVURRP´ S $GGLWLRQDOO\ LQ $UDXFDULD DQG 5DXOL KHDGWHDFKHUV DUH
considered particularly supportive (see Chapter 6, table 6.2.3), which could be 
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considered a factor that may contribute to increasing the satisfaction of 
stakeholders with the school, especially in the case of teachers. In these two 
schools and also in Avellano, the leadership teams try to motivate teachers to get 
involved in professional development courses. This practice is very positive in 
increasing the quality of teaching in these schools and it demonstrates the greater 
focus on success of these institutions. Furthermore, in these former schools and 
also in the typical school Quillay, leaders are especially proactive and they like to 
get involved in different projects that frequently mean an improvement 
opportunity for the school (see Chapter 6, table 6.2.3).  
 
Something particular that characterises the headteachers of Rauli and Avellano 
School is the fact that they assume other roles in the school which bring closer 
interaction with students. For example, the headteacher of Avellano is also the 
GLUHFWRU RI WKH VWXGHQWV¶ RUFKHVWUD DQG WKH KHDGWHDFKHU RI 5DXOL WHDFKHV VRPH
classes. In Rauli, all the members of the leadership team have to teach at least one 
lesson per week. This particular school policy is a strategy designed to bring the 
leadership team closer to students and teachers and to understand their 
experiences. Leaders are not considered detached from classroom issues because 
they are aware of the type of discipline problems, personal issues and teaching 
and learning difficulties affecting teachers and students. This particular leadership 
characteristic has also been emphasised by the previously mentioned definition by 
Moos & Huber (2007), in which they suggest that leadership should have 
³LQYROYHPHQWLQDQGNQRZOHGJHDERXWZKDWJRHVRQLQWKHFODVVURRP´S,Q
general, parents consider that this level of involvement is a very positive school 
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feature because leaders are able to empathise with teachers and students and help 
them in a more effective manner, as one parent from Rauli comments:   
 
³:HWKLQNWKDWKHZDQWVWREHUHDOO\LQYROYHGLQZKDWLVJRLQJRQLQ
the school. It is very encouraging to see the headteacher or any 
other member of the management team teaching. It is very different 
than in other schools where the leadership team would never 
WHDFK´3DUHQW5DXOL6FKRRO 
 
As was previously indicated, in Canelo School the specific leadership that has 
been considered effective by school stakeholders is that of the previous 
headteacher (see Chapter 6, table 6.2.3). At the time of this study, the new 
headteacher had been working in the school for only one year and his particular 
leadership style was still not well established within the school community. It 
seemed that a number of teachers tended to disagree with many of the policies that 
he was trying to promote in the school. This opposition seems to be a 
consequence of resistance to another type of leadership from a group of very long-
serving and experienced teachers. The former headteacher, who was in the school 
for around 30 years, was highly respected by school staff and they feel that it is 
difficult to replace him. His leadership style was based on the idea of working 
towards academic excellence, thus the effort of the school was always focused on 
academic success, as indicated by the current headteacher:  
 
³7KLV VFKRRO PDintained the spirit of commitment, tradition and 
prestige for more than 30 years with the previous headteacher. The 
community is conscious of this quality seal, good academic results 
DQGWUDGLWLRQ´+HDGWHDFKHU&DQHOR6FKRRO 
 
In this school, teachers were expected to prepare students to achieve good results 
in external examinations and even the results in the university admission test were 
very important for the school. The new leader does not agree with placing 
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excessive importance on this test because he does not consider university to be 
one of the priorities of a vocational school. He feels that preparation for university 
is in opposition with the vision and mission of the school which is essentially to 
prepare students to become successful administration professionals. These 
different criteria between teaching staff and the new headteacher have created 
some tensions in the school and teachers are worried about a potential decrease in 
their levels of academic effectiveness with these new policies. At present Canelo 
is facing a conflict between the school culture focused on achievement, created by 
the previous leader and shared by teachers, and the new model that the new 
headteacher is trying to instil. This idea of culture and shared experiences is well 
defined by Schein (2004, p.225): ³FXOWXUHLVFUHDWHGE\VKDUHGH[SHULHQFHEXWLWLV
the leader who initiates this process by imposing his or her beliefs, values and 
DVVXPSWLRQVDW WKHRXWVHW´)RU WKHQHZ OHDGHU LWZLOOEHD FKDOOHQJH WRFUHDWHD
new culture in the school that emphasises a school mission targeting the 
vocational preparation of students. Unfortunately, teachers believe that a focus on 
the vocational orientation of the school threatens academic effectiveness, which is 
not necessarily true, as demonstrated by the other three atypical schools, 
especially by the corporation schools.  
 
In summary, the atypical schools Araucaria and Rauli, both administered by the 
same corporation, demonstrate outstanding school leadership. The atypical school 
Canelo has been positively influenced by the previous school leadership. The 
atypical school Avellano is characterised by having positive leadership. Finally, it 
is important to point out that in both typical schools the perceptions of participants 
about school leadership are neutral (see Chapter 6, table 6.2.3).  
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)DFWRU+LJKOHYHORIWHDFKHUV¶SURIHVVLRQDOFRPPLWPHQW 
 
It is well known that in the effective schools (as defined for the purposes of this 
project, see Chapter 3, section 3.2), teaching and learning processes seem to be 
significantly more effective than in other schools, as the SER literature has 
confirmed (Selden, 1990; Sammons, 1995; Reynolds & Teddlie, 2000). These 
SURFHVVHV DUH IUHTXHQWO\ DVVRFLDWHG ZLWK µWHDFKHUV¶ HIIHFWLYHQHVV¶ $FFRUGLQJ Wo 
0XUQDQH  S ³WKH SULPDU\ UHVRXUFHV WKDW DUH FRQVLVWHQWO\ UHODWHG WR
VWXGHQWV¶ DFKLHYHPHQW DUH WHDFKHUV DQG RWKHU VWXGHQWV´ &UHHPHUV  S
DUULYHG DW D VLPLODU FRQFOXVLRQ DQG VXJJHVWHG WKDW ³WHDFKHU EHKDYLRXU LQ WKH
classroom is positivel\ UHODWHG WR VWXGHQW DFKLHYHPHQW´ ,Q KLV FRPSUHKHQVLYH
model of educational effectiveness, Creemers (1994) emphasised the classroom 
level and teacher behaviour for educational effectiveness. In this particular study, 
,GLGQRWVSHFLILFDOO\DGGUHVVµWHDFKHUV¶HIIHFWLYHQHVV¶EXWµVFKRROHIIHFWLYHQHVVDV
DZKROH¶7KHUHIRUHLQWKLVUHVHDUFKµWHDFKHUV¶HIIHFWLYHQHVV¶LVWUHDWHGDVDIDFWRU
from the whole range of aspects associated with school success. In my case 
studies, I have analysed teaching and learning SURFHVVHV WHDFKHUV¶ SURIHVVLRQDO
FRPSHWHQFHV DQG WHDFKHUV¶ OHYHOV RI FRPPLWPHQW 6XUSULVLQJO\ , GLG QRW ILQG D
significant difference between atypical schools and typical ones in terms of the 
quality of the teaching and learning processes taking place in the schools or the 
level of teacher competence. The factor that has emerged as a differentiating 
element between both types of schools is the level of professional commitment 
demonstrated by teachers.  
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In all the four atypical schools, teachers have a high level of professional 
commitment (see Chapter 6, table 6.2.4). This factor seems to have a significant 
impact on the effectiveness demonstrated by this group of schools, as this 
evidence suggests:  
 
³0any aspects are important to explain the effectiveness of this 
VFKRROEXWWHDFKHUFRPPLWPHQWLVWKHPDLQRQH´7HDFKHU5DXOL
School) 
 
,QJHQHUDOWHDFKHUV¶SURIHVVLRQDOFRPPLWPHQWLVGHPRQVWUDWHGLQPDQ\ZD\V)RU
example, in all the atypical schools teachers are committed to providing good 
preparation for external examinations. In Canelo School this level of commitment 
seems to be particularly high, as the following comment of a student evidences:  
 
³Teachers are very committed and they want us to have good 
results. For example, it is not their responsibility to prepare us for 
the university admission test because this is a vocational school, 
EXWWKH\GRDQ\ZD\´6WXGHQW&DQHOR6FKRRO 
 
Teachers prepare students for the university admission test, even though the 
headteacher does not approve of this practice because of the vocational orientation 
of the school. In a way, this attitude from teachers could be criticised because they 
are supposed to respect the school vision and mission and the policies that school 
leaders try to apply. Nevertheless, it can be argued that teachers are committed to 
preparing students to perform well in any examination that measures their 
knowledge. They care about students and their future and they are very conscious 
that students can have better opportunities (educational and economic, in the 
Chilean context) if they go to university, even if the objective of the school is to 
prepare students to follow a vocational specialisation.  
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Finally, in the majority of these atypical schools teachers demonstrate a strong 
disposition and willingness to get involved in professional development courses in 
order to update their knowledge and improve their teaching skills (see Chapter 6, 
table 6.2.4). In contrast, in both typical schools contextual conditions such as 
µWHDFKHUV¶KHDY\ZRUNORDG¶DQGµODFNRIWLPH¶DIIHFW WHDFKHUV¶PRWLYDWLRQOHYHOV
This aspect will be discussed in the last section of this chapter.  
 
Factor 4: Positive school climate 
 
After the analysis of this group of schools, a factor that emerged from the data and 
which is common in all the atypical schools is the good organisational climate that 
characterises these institutions (see Chapter 6, table 6.2.1). It is important to 
mention that in the analysis of the climate of each school, I have focused on two 
main elements: the type of relationships between school stakeholders and the 
order or discipline of the institutions. There are other factors commonly referred 
WRDVSDUWRIWKHVFKRROFOLPDWHRUµVFKRROFXOWXUH¶)RUH[DPSOHWKHH[LVWHQFHRID
school mission shared by the school community and which influences the school 
environment and orientates the school actions to the achievement of that mission. 
In thiV VWXG\ WKLV SDUWLFXODU DVSHFW RI WKH µVFKRRO FXOWXUH¶ ZDV DQDO\VHG DV DQ
HOHPHQWRIWKHIDFWRUµIRFXVRQVXFFHVV.¶$VSUHYLRXVO\GLVFXVVHGLQWKLVVHFWLRQ
DOOWKHDW\SLFDOVFKRROVZHUHFRQVLGHUHGWRKDYHDVLJQLILFDQWµIRFXVRQVXFFHVV¶
especially the corporation schools.  
 
Regarding relationships, the sort of interactions between different stakeholders 
tend to be respectful and constructive, especially in the case of students and 
teachers who emphasised the positive relationship they have. For example, 
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students feel that teachers are not only interested in their learning but also in their 
development as individuals. This testimony of a student from Araucaria illustrates 
this general perception:  
 
³, WKLQN WKDW WHDFKHU-student relationships are good here. I know 
people from other schools and they have told me that the 
relationship in their high schools is colder. Teachers just teach 
their students and do not interact any further with them. Here 
many teachers show interest in students; they help us in the 
organisation of activities that have nothing to do with the subjects 
WKH\WHDFK´6WXGHQW$UDXFDULD6FKRRO 
 
It seems that students feel more motivated to pay attention and do homework 
when they realise that their teachers care about them, as this student from Canelo 
comments:  
 
³I think that having a more affectionate relationship with teachers 
is good because we see teachers with more respect, we see them as 
JXLGHV´6WXGHQW&DQHOR6FKRRO 
 
In the case of teachers, there is a general feeling in all the four schools about the 
quality relationship they have with students. This point was emphasised by a 
teacher in Avellano:  
 
³2QHRIWKHVWUHQJWKVWKDWZHKDYHLQWKLVVFKRROLVWKHUHODWLRQVKLS
we have with the majority of students. There is a lot of affection, a 
JRRGFOLPDWH´7HDFKHU$YHOODQR6FKRRO 
 
Parents from these four schools also reported that they have a good relationship 
with teachers (see Chapter 6, table 6.2.1). 
 
Another important aspect that characterises the climate in these schools is the 
good level of discipline they have in comparison with typical institutions (see 
Chapter 6, table 6.2.1). This aspect has been found to be even more important than 
282 
 
WKH TXDOLW\ RI VWDNHKROGHUV¶ UHODWLRQVKLSV IRU WKH HIIHFWLYH OHDUQLQJ LQ WKHVH
schools. Discipline and respect between people are essential elements in creating a 
quiet and harmonious climate of interactions in the classroom and facilitate the 
teaching and learning processes. In their study about improving schools, Maden & 
Hillman (1993) found that these types of schools had set clear disciplinary rules 
and they put effort into creating an orderly school environment. The importance 
RI DQ µRUGHUO\ HQYLURQPHQW¶ IRU OHDUQLQJ KDV EHHQ HPSKDVLVHG LQ PDQ\ VFKRRO
effectiveness studies and reviews, including some very influential and classic 
research pieces (Edmonds, 1979; Taeuber, 1987; Scheerens, 1989; and Reynolds 
& Teddlie, 2000). One of the most influential school effectiveness correlates list is 
the one by Edmonds, 1979 (see Chapter 3, table 3.7KLVµILYHIDFWRUV¶PRGHO
has had many repercussions in the field of school effectiveness. Therefore, later 
studies also concentrated on this factor which was considered as a key element in 
effective schools. In relation to this point, Reynolds & Teddlie (2000, p.148) 
indicate: 
³6RPH RI WKH HDUOLHVW µILYH IDFWRU¶ WKHRULHV RQ KRZ WR JHQHUDWH
effective schools concentrated upon creating order as one of the 
key factors, since without order, discipline and social control at 
school level it would be very difficult for staff to attain high levels 
RIVWXGHQWDWWHQWLRQDQGHQJDJHPHQWZLWKLQWKHFODVVURRP´ 
 
In all these schools, staff reported that the level of discipline is very good when 
compared with similar institutions, as the following evidence from one of the 
atypical schools suggests:  
 
³'LVFLSOLQH LV JRRG VWXGHQWV GHPRQVWUDWH good manners and 
UHVSHFW,WLVQRWOLNHLQRWKHUVFKRROV´6WXGHQW5DXOL6FKRRO 
 
In addition, in the four atypical schools student responsibility to display 
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appropriate school social behaviour is higher than in typical schools. Some 
evidence to support this idea is the Araucaria self-discipline system, which was 
reported in the Araucaria School portrait presented in Chapter 5.  
 
Finally, it is important to mention that the social vulnerability that characterises a 
significant part of these school populations does not seem to affect the social 
behaviour of students to a considerable degree as it does in typical institutions 
(see section 7.4). In these four schools discipline problems are minor and do not 
seem to affect the teaching and learning processes taking place within the school 
or the motivation of students and teachers. On the contrary, the good general 
climate of these organisations is an element that clearly contributes to these 
VFKRROV¶JUHDWHUVXFFHVV 
 
Factor 5: High expectations of students 
 
The evidence demonstrates than in atypical schools staff have high expectations 
of students, even considering the difficult contextual conditions that a number of 
WKHPKDYHWRIDFHVHH&KDSWHUWDEOH7KLVILQGLQJFRUURERUDWHV³RQHRI
WKHPRVWFRQVLVWHQWILQGLQJVLQWKHOLWHUDWXUH´5H\QROGV	7HGGOLHS
In general, teachers and headteachers from these schools believe in students and 
encourage them to do their best, as the following comment suggests: 
 
³:HDUHDOZD\V WHOOLQJ WKHP WKDW WKH\KDYH WKHFDSDELOLWLHV WREH
VXFFHVVIXOLQZKDWHYHUWKH\FKRRVH´7HDFKHU$UDXFDULD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This level of expectations is demonstrated in teacher behaviour which tends to be 
more challenging with regard to student academic performance. The following 
testimony from a parent illustrates this point:  
 
³, WKLQN WKDW WHDFKLQJ DQG WHDFKHUV LQ WKLV VFKRol are very good, 
very challenging. It is difficult for students to be here when they 
are in their first year because they have to adapt themselves to the 
OHYHO RI DFDGHPLF H[SHFWDWLRQV LQ WKLV VFKRRO´ 3DUHQW &DQHOR
School) 
 
Students perceive these high expectations about themselves and appreciate the 
fact that teachers and other school staff believe in their abilities to succeed. This 
has a positive effect on their motivation which eventually impacts their academic 
results (see Chapter 6, table 6.2.5).  
 
6WXGHQWV¶ H[SHFWDWLRQV RI WKHPVHOYHV DUH KLJKHU LQ WZR RI WKH DW\SLFDO VFKRROV
(Araucaria, Canelo). In the other cases, including typical schools, the level of 
expectations is normal. Students from all the schools analysed in this study 
indicated that they want to continue higher education studies in the future, even 
though all these schools are vocational and students obtain a specialisation to 
work immediately after they finish school (see Chapter 6, table 6.2.5). One of the 
main reasons to explain these common aspirations is that a number of students, 
teachers and their families believe that a vocational specialisation is not enough to 
support a good quality of life in the future, considering the salaries that 
administrative assistants or technicians from vocational schools can aspire to, as a 
teacher from Canelo has pointed out:  
 
³7KHLU VDODULHV DUH JRLQJ WR EH YHU\ ORZ LI WKH\ ZRUN LQ WKH
specialisation courses they are doing. We have to show them other 
RSWLRQVEHWWHUSRVVLELOLWLHV´7HDFKHU&DQHOR School) 
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Additionally, the level of expertise that students get in a two years course, which 
is combined with the traditional secondary academic curriculum (12 hours of 
general education and 26 hours of vocational education, OECD 2009) is not the 
same as the level they can get in a higher education institution. Therefore, many 
students prefer to finish school and continue studying the same specialisation 
course or a similar one in a vocational higher educational institution. Some 
students might also decide to go to university and do a completely different 
course. Nevertheless, in schools characterised by a certain degree of economic 
vulnerability, like the ones in this study, many students face a number of barriers 
to opting for higher education. These obstacles are generally associated with their 
socio-economic conditions. In fact, in the OECD (2009, p.13) report about 
YRFDWLRQDO HGXFDWLRQ LQ &KLOH LW ZDV UHSRUWHG WKDW ³WKH PDMRULW\ RI VHFRQGDU\
VET64 students come from disadvantaged socio-economic backgrounds (64.7% of 
VET students belong to the two lowest income quintiles, VET Commission, 
´ 8QIRUWXQDWHO\ KLJKHU HGXFDWLRQ LV H[SHQVLYH LQ &KLOH DQG HYHQ LI
scholarships or loans are available to cover the cost of studying, the majority of 
students cannot get these benefits (see Chapter 2, section 2.4). As indicated in the 
school portraits presented in Chapter 5, some of these schools have links with 
higher education institutions that offer scholarships for students who demonstrate 
good academic performance during their years of secondary education. However, 
these benefits are limited and only a low percentage of students can access them. 
The majority of students who do not have the economic resources to pay for 
higher education, and for whom it is not possible to get benefits to study, consider 
the specialisation courses provided by their schools as an opportunity. Through 
                                                          
64
 9(7VWDQGVIRU³9RFDWLRQDO(GXFDWLRQDQG7UDLQLQJ´ 
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these courses students can learn specific skills, have a job when they finish school 
and have a salary that may help them to pay for other studies, as emphasised by a 
teacher: 
³7KH\NQRZWKDWKHUHWKH\JHWDWHFKQLFDO-vocational diploma that 
opens doors to them. In the future, they can work in their 
VSHFLDOLVDWLRQVDQGSD\IRUKLJKHUHGXFDWLRQ´7HDFKHU$YHOODQR 
 
)LQDOO\LWLVLPSRUWDQWWRSRLQWRXWWKDWVWXGHQWV¶KLJKH[SHFWDWLRQVRIWKHPVHOYHV
are supported by high expectations from their parents in terms of their 
performance, especially in Araucaria, Canelo and Avellano (see Chapter 6, table 
6.2.5). For example, in Avellano School the high expectations of parents are 
GHPRQVWUDWHGE\ WKHKLJKYDOXH WKH\SODFHRQ WKHLUFKLOGUHQ¶VHGXFDWLRQ$KLJK
number of these families are from rural areas and many of the parents did not 
have the opportunity to complete their education. Therefore, they have greater 
expectations for their children (see Chapter 6, table 6.2.5). For instance, the 
headteacher emphasised the high number of attendees to parents meetings, even 
considering that many parents had to travel from the countryside to attend these 
meetings, as this comment indicates: 
³3DUHQWV¶ DWWHQGDQFH WR SDUHQWV¶ HYHQLQJV LV UHDOO\ JRRG LQ
JHQHUDOWKH\DUHUHVSRQVLEOH´+HDGWHDFKHU$YHOODQR6FKRRO 
 
7KLV OHYHO RI SDUHQWV¶ FRPPLWPHQW LV LPSUHVVLYH EHFDXVH LQ VHFRQGDU\ VFKRROV
ZLWK PRUH XUEDQ VWXGHQW SRSXODWLRQV WKH SHUFHQWDJH RI DWWHQGDQFH WR SDUHQWV¶
PHHWLQJVLVIUHTXHQWO\ORZ7KLVOHYHORISDUHQWV¶VXSSRUWFRXOGEHUHJDUGHGDVDQ
indication of their high level of expectations, which has a positive impact on 
student motivation. In summary: in order to increase student motivation, it is 
important that students believe in themselves, but it is also very important that 
they know that others believe in them as well.  
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7.2 What are the distinctive features in these schools that influence 
greater educational effectiveness?  
 
As discussed in the previous section, some main factors associated with 
effectiveness were found in atypical schools. In some of them, these factors had a 
greater presence than in others, but in the majority of them these common 
characteristics were important in achieving a better understanding of the 
effectiveness of these institutions.  
 
In this particular section, I will attempt to answer the second research question of 
this study which aims to identify the distinctive or unique elements associated 
with effectiveness that characterise each school.  
 
Distinctive features of Araucaria and Rauli Schools  
 
After the analysis of these two schools, it was possible to conclude that the 
distinctive element that influences the greater effectiveness of these institutions, 
differentiating them from other schools, was the type of administration. These two 
schools are administered by the same corporation; in fact, they belong to the same 
group of schools. Therefore, the administration strategies and policies used in 
both schools are very similar.  
 
This particular corporation started the administration of schools in the 1980s, as a 
response to the educational policies that transferred the management of some 
technical-vocational schools to non-profit educational corporations that represent 
different sectors of the national industry. This policy resulted in a commitment to 
education among representative leaders of productive sectors, who engaged in 
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constructive dialogue and cooperation with educators in the definition of the 
vocational education curriculum reforms (Cox, 2007).  
 
According to the OECD (2009) report on vocational education in Chile, 12% of 
vocational schools in Chile were administered by industrial corporations by 2009. 
This particular corporation administers seven schools in Chile and its objective is 
to prepare quality technical or administrative staff to work in the construction 
industry. This corporation has a social commitment to disadvantaged 
communities, so many of its schools are located in socially deprived areas and in 
consequence their student populations are characterised by having a high number 
of students from low-income families (see Chapter 5, portraits of Araucaria and 
Rauli schools). As was previously mentioned, the majority of students enrolling in 
vocational education in Chile come from the lowest income quintiles.  
 
There is no evidence in the context of Chile to demonstrate that schools managed 
by corporations are more effective than other schools under other types of 
administration. However, in these particular cases, these two schools are 
administered by the same corporation and they are both considerably more 
HIIHFWLYH LQ WHUPV RI VWXGHQWV¶ DFDGHPLF RXWFRPHV WKDQ VFKRROV LQ VLPLODU
contextual conditions. One should not immediately attribute the academic success 
of these schools to the type of administration they have, but after having 
hypothesised and analysed the data from these two schools, I suggest that this 
particular corporation is using effective strategies to manage its schools, which 
seem to have a positive effect on the effectiveness of these institutions. Factors 
VXFK DV µSODQQLQJ IRU VXFFHVV¶ µWHDFKHU HYDOXDWLRQ¶ µXVH RI LQFHQWLYHV¶ µKLJK
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importance given to WHDFKHUSURIHVVLRQDOGHYHORSPHQW¶µVWURQJIRFXVRQH[WHUQDO
DVVHVVPHQW¶ VHH VHFWLRQ DQG µIROORZ-XS V\VWHP¶KDYHGHPRQVWUDWHG D FORVH
association with the effectiveness of these two schools.  
 
The main management strategy and the one which generates all the others is the 
FRUSRUDWLRQ¶VVWUDWHJLFSODQQLQJ7KHSODQKDVVHYHQPDLQVWUDWHJLFJRDOV6RPHRI
the aspects addressed by these main objectives are: the encouragement of social, 
ethical and work values; high importance of SIMCE results; quality technical 
education oriented to the construction industry; quality teaching and learning in 
FODVVURRPV WHDFKHUV¶ SURIHVVLRQDO GHYHORSPHQW VFKRRO LQIUDVWUXFWXUH
improvement of employment rates for leavers; and vocational higher education 
opportunities for leavers. It is important to indicate that the results of this strategic 
plan are carefully evaluated.  
 
Therefore, a good strategic plan defining the main goals of the school and the 
steps that are necessary in order to succeed, as well as, an accountability system to 
evaluate the achievement of this plan is one of the ingredients for the success of 
these schools. In addition to this, in these two schools the different school 
members are well aware of their individual responsibilities in relation to this plan.  
 
In conclusion, the fact that these schools are administered by this corporation 
differentiates them from similar schools. In fact, their working systems are 
different from those of the other atypical schools and significantly different from 
the typical schools. After the analysis and reflection of some of the management 
strategies and policies used by this educational corporation, it is possible to realise 
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that the academic effectiveness of these two institutions is considerably improved 
by these distinctive factors.   
 
Distinctive features of Canelo School 
 
Canelo School is characterised by many positive practices that have already been 
discussed in the previous section, in which the main factors of effectiveness found 
in this group of atypical schools were addressed. In the case of Canelo, what is 
especially distinctive about this school is the significant influence of the 
µSDUWLFXODU WUDGLWLRQRI VXFFHVV¶DQG WKH µKLJKSUHVWLJH¶RI WKHVFKRRO¶VDFDGHPLF
effectiveness.  
 
Canelo School has a long history as a school (see section 7.3) and a tradition of 
good academic results; in fact, it is the school from my sample with the best 
results in SIMCE. It also has good results in the university admission test PSU. In 
fact, this school has one of the highest positions in external examinations results 
in national rankings among vocational schools. Its position is also good when 
compared with institutions that are not vocational and even with institutions 
whose student populations have more privileged socio-economic backgrounds. 
The high standards of quality that this school demonstrates and its extended 
history in WKH &KLOHDQ HGXFDWLRQDO VFHQH KDYH JLYHQ &DQHOR ³SUHVWLJH DQG
WUDGLWLRQ´7KHFRPPXQLW\LVDZDUHRIWKLVKLJKSUHVWLJHKHQFHIDPLOLHVZKRZDQW
their children to study in this school know that the expectations of students are 
very high and their pupils will have to put in a lot of effort to fulfil those 
H[SHFWDWLRQV )UHTXHQWO\ VWXGHQWV DQG WKHLU IDPLOLHV¶ H[SHFWDWLRQV DUH DOVR KLJK
291 
 
and that is one of the main reasons that can explain their interest in this school. In 
addition, the prestige and tradition that this school holds is a motivation for school 
members to do well. Teachers are very conscious of the fact that they play an 
important role in upholding this tradition of academic excellence, so they make 
considerable professional effort to maintain the standards of academic 
effectiveness. In general, teachers are very committed to their students and to the 
school (see Chapter 6, table 6.2.4). Furthermore, students also demonstrate 
motivation to perform well academically and meet the expected standards. 
In conclusion, the school community, especially teachers and students, feel proud 
of being part of this prestigious and traditional school characterised by good levels 
of student attainment. They feel part of this particular school culture which has 
been traditionally focused on success and they are committed and motivated to 
contribute to preserving the quality standards that this school has demonstrated for 
GHFDGHV 7KHUHIRUH &DQHOR¶V WUDGLWLRQ RI VXFFHVV DQG SUHVWLJH KDV D SRVLWLYH
influence on the commitment and motivation of school stakeholders and 
consequently on the effectiveness of the school.  
 
Distinctive features of Avellano School 
 
A particularly distinctive feature of this school, when compared to other atypical 
schools, is the shared effort in the achievement of the school goals. This element 
could be considered an aspect of the particular culture of this school. There is a 
µPLVVLRQ DQG YLVLRQ¶ VKDUHG E\ VWDII ZKLFK IRFXVHV RQ OHDUQLQJ 7KLV LV
particularly demonstrated LQWKHµFROODERUDWLYHZRUN¶RIWHDFKHUVHVSHFLDOO\LQWKH
preparation of students for external assessment. Hopkins et al. (1994) emphasised 
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the importance of the cooperation between colleagues, positive communication 
and widely agreed upon goals. In school effectiveness literature, factors such as 
µFROODERUDWLYH SODQQLQJ¶ DQG µVKDUHG JRDOV¶ KDYH EHHQ DVVRFLDWHG ZLWK HIIHFWLYH
schools (Oakes, 1987; Scheerens, 1989; Sammons et al., 1995; Reynolds & 
Teddlie, 2000). These findings can be corroborated with those which have 
emerged from this study. In Avellano School teachers work in teams, not only 
teachers from the subjects measured by external examinations, but all the 
teachers. There is a collective effort of the whole teaching staff to work on the 
preparation of external assessment, especially SIMCE. For instance, teachers of 
different subjects prepare students in reading comprehension; it is not necessarily 
the Spanish teacher who has to do this, the History, Philosophy or Biology teacher 
can prepare students in this aspect as well, as the following evidence indicates:  
 
³,Q JHQHUDO DOO WKH WHDFKHUV FROODERUDWH WR SUHSDUH VWXGHQWV IRU
SIMCE. For example, in Spanish, teachers from different areas 
help the children to use better the language in order to express 
WKHPVHOYHV EHWWHU DQG LPSURYH WKHLU ZULWLQJ DQG RUWKRJUDSK\´
(Teacher, Avellano School)  
 
Besides, when students take practice papers teachers from different subjects also 
collaborate in taking care of the students during the time they take to do the 
papers. In general, in this school there is a collaborative effort in achieving good 
academic results (see Chapter 5, section 5.16).  
 
7KH µFROODERUDWLYHZRUN¶EHWZHHQVWDII LV DOVR VWURQJEHWZHHQ WHDFKHUV IURP WKH
same department in the preparation of material for external assessment practice 
and also for the normal lessons of each subject. According to staff, teacher 
commitment is what makes the difference in terms of the greater effectiveness of 
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this school and this commitment is clearly demonstrated in the collective effort 
they make, as pointed out in this testimony: 
 
³2QHRIWKHUHDVRQVIRUWKHJUHDWHUHIIHFWLYHQHVVLVWKHFRPPLWPHQW 
of teachers. For example, in terms of SIMCE preparation, we all 
participate and collaborate. Each subject department elaborates 
TXHVWLRQV DQG ZH DSSO\ SUHSDUDWLRQ H[DPLQDWLRQ SDSHUV´
(Teacher, Avellano School) 
 
$Q HIIHFWLYH VFKRROV VWXG\ ZKLFK KDV KLJKOLJKWHG µWKH FRRUGLQDWLRQ RI HIIRUW WR
LPSURYHSHUIRUPDQFH¶LV WKHZRUNRI+HQFKH\ ,WVHHPVWKDW LQ$YHOODQR
School, teachers have understood commitment not only as a personal contribution 
to the improvement of the school, but also as a collective and shared effort whose 
objective is the achievement of good academic results. They know that the impact 
of collaborative work is stronger than any individual effort, so they all row in the 
same direction.  
 
7.3 How does school history and context influence educational 
effectiveness?  
 
In the process of analysis of the four atypical schools, I identified historical and 
contextual elements that influence the greater effectiveness of this group of 
schools. For three of the four schools, there is some evidence that has allowed me 
to link the success of the schools with their specific histories as educational 
institutions. In relation to the impact of the context, in the four cases, I was able to 
find some common contextual elements influencing the greater academic 
effectiveness of these schools.  
 
 
294 
 
How history has influenced effectiveness 
 
Historically, Araucaria, Canelo and Rauli schools have represented an attractive 
educational opportunity for the community they serve. As vocational schools, 
these institutions were created with the main objective of providing vocational 
education for students to work in certain productive sectors. As was indicated in a 
previous section, during the 1980s, under educational policies that decentralised 
and privatised education in Chile (see Chapter 2, section 2.5) the administration of 
some vocational schools was transferred to educational corporations that 
represented the interests of certain industrial sectors (see section 7.2). Araucaria 
and Rauli, which were founded in 1971 and 1965 respectively, were some of the 
schools whose administration was assumed by an educational corporation, the 
first in 1984 and the second in 1987. The new administration of these schools 
started to positively impact the working systems of these schools with good 
PDQDJHPHQWVWUDWHJLHVVHHVHFWLRQVRQµVWURQJIRFXVRQVXFFHVV¶and 7.2 on 
µGLVWLQFWLYH IHDWXUHV RI $UDXFDULD DQG 5DXOL¶ 8QGHU WKH DGPLQLVWUDWLRQ RI WKLV
corporation, the public funding provided by the government seemed to be 
optimised and increased thanks to additional grants and funding that the 
corporation secured. In this way, they could improve the infrastructure and 
conditions for students and school staff. The fact that a corporation assumed the 
administration of these schools and implemented efficient practices that improved 
the image and, gradually, the prestige of these institutions attracted the attention 
of the community. The working systems of these institutions were increasingly 
IRFXVLQJ RQ DFDGHPLF VXFFHVV KHQFH WKH H[SHFWDWLRQV RI VWXGHQWV¶ SHUIRUPDQFH
were higher. This fact motivated the interest of a student community characterised 
by a high level of expectations and motivation within the specific communities in 
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which these schools were located. This highly motivated student intake, in 
conjunction with other effectiveness factors that have been discussed in a previous 
section (see section 7.1), started to have a positive impact on the effectiveness of 
these schools.  
 
Canelo School was founded in 1973 as a day-shift technical-vocational school. 
Previously, other schools occupied the huge building, including a primary school 
for girls on one side of the building and an evening-shift vocational school on the 
other side. The historical school building has a very privileged location, which is 
very central and near to important city landmarks. It had been a palace owned by a 
rich family in the past who did not have heirs, thus the palace was left to the state 
administration which used the building for schools. Once the primary school for 
girls was moved from the building to another location, the site was used by the 
Ministry of Education as office space. Eventually, the Ministry offices were also 
moved to another place, leaving that section of the building empty. A teacher who 
used to work in the evening-shift vocational school on the other side of the 
building realised that the building was empty and submitted a project to the 
Ministry of Education to create another day-shift vocational school there. He and 
other teachers founded the school and, due to a lack of funding to implement the 
school, they had to work collaboratively in the construction of tables and chairs to 
receive the first students of Canelo School. Eventually, the teacher who had the 
initial idea of creating this school was sent to the north of Chile by the Ministry of 
Education to collaborate in the creation of other schools. Therefore, he left one of 
his collaborators, who was also a teacher from the evening-shift vocational 
school, as the headteacher. As a co-founder of Canelo, this leader had a special 
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commitment to the school, remaining in position for more than 30 years. From the 
beginning his leadership style was focused on academic achievement and it was 
characterised by a consistency and sustaining success that has remained over time. 
This leader succeeded in creating a school culture shared by other school 
members and which still influences the working system of the school (see section 
7.1 on effective leadership practices).  
 
How context influences effectiveness 
 
Contextual characteristics such as high levels of social vulnerability in the specific 
community in which a particular school is located have normally been associated 
with poor levels of school effectiveness (Lupton, 2003). Nevertheless, the impact 
of this contextual characteristic has not been demonstrated to be a factor impeding 
the success of my atypical schools. Nevertheless, in the case of my typical 
schools, this aspect has been demonstrated to have significant importance as one 
of the factors inhibiting the success of these two schools (see section 7.4).  
 
A common finding from all the atypical schools is that the adverse contextual 
conditions that their student populations face makes students consider these 
vocational schools to be a good educational opportunity. Actually, as indicated in 
VHFWLRQRQµKLJKH[SHFWDWLRQRI VWXGHQWV¶YRFDWLRQDOVFKRROVDUHIUHTXHQWO\DQ
option for students from disadvantaged social backgrounds. For example, in the 
case of Avellano, a significant number of students have decided to come from 
rural areas to study in this school because they want to get a vocational diploma. 
7KHUHIRUHLQDKLJKQXPEHURIFDVHVVWXGHQWV¶PDLQPRWLYDWLRQWRVWXG\LQWKHVH
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schools responds to the fact that these institutions provide a specialisation. In this 
way, after finishing school, they can immediately work, or if they want to 
continue studying, they can have the opportunity to work and pay for part-time 
higher education, as suggested in the following evidence:  
 
³0RVWRIWKHNLGVKHUHWKLQNWKDWWKHVFKRROLVJRRGDQGWKH\DOVR
can get a course here. Many students doing specialisation courses 
GRQ¶WZDQWWRFRQWLQXHDOZD\VZRUNLQJRQWKDW7KH\VHHWKHFRXUVH
as something useful to work, but they also want to study something 
else in the future, so they need to have a job to pay for their 
studies. This school has state funding which means that not all the 
VWXGHQWV KDYH WKH PRQH\ WR FRQWLQXH VWXG\LQJ´ 6WXGHQW &DQHOR
School) 
 
Unfortunately, in Chile higher education courses are not cheap and only the 
highest achieving students get scholarships (see Chapter 2, section 2.4). 
Therefore, schools that offer the possibility of a technical diploma and work 
immediately after having finished secondary education are given a high value. 
This is especially true in the case of socially disadvantaged communities. In the 
particular case of these schools, this vocational opportunity seems to have a 
positive effect in attracting highly motivated students. In the models of school 
effectiveness proposed by Creemers (1994) and Creemers & Kyriakides (2008), 
factors such as the social vulnerability of students and their level of motivation 
KDYH EHHQ GHVFULEHG DV ³VWXGHQW OHYHO IDFWRUV´ ,Q WKLV SDUWLFXODU WKHVLV , DP
including student factors as part of the broader contextual factors because they are 
not determined by the school systems, but come from outside. 
 
In addition to this, three of these schools have links with higher education 
institutions which provide scholarships for outstanding students which is another 
factor that increases student motivation, as indicated in the following comment:  
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³6RPHWLPHV PRQH\ LV D SUREOHP LQ RXU KRPHV DQG LW LV DQ
additional motivation that this school has links with higher 
education institutions that give scholarships to good students. If we 
make an effort, we can continue studying a course in a private 
FROOHJH RU WHFKQLFDO XQLYHUVLW\ ZKHQ ZH ILQLVK KLJK VFKRRO´
(Student, Araucaria School) 
 
The possibility of winning a scholarship to undertake higher education studies is 
taken seriously by many students who make a serious effort to achieve good 
academic results in order to take advantage of these benefits. In a way, this 
possibility could be regarded as a strategy used by schools to motivate students 
and increase their level of attainment. However, the good levels of student 
motivation are not only a consequence of the links that these schools have with 
institutions that offer scholarships or of the educational opportunity to follow a 
specialisation provided by these institutions. The higher level of prestige that 
these four institutions have is also very important for the level of student 
motivation and expectations, as suggested by a parent: 
 
³7KLV VFKRRO LV WKH EHVW LQ WKH DUHD VWXGHQWV IHHO good here 
EHFDXVHLWKDVPRUHSUHVWLJH´3DUHQW$UDXFDULD6FKRRO 
 
Positive results in external assessment have given these schools a good reputation 
in their communities, attracting a high quality school intake. These students are 
highly motivated to study in one of the most prestigious schools in their 
communities and this high degree of motivation is demonstrated in their school 
performance, which contributes to the level of effectiveness of these institutions.  
 
Finally, another important contextual element that has a very significant impact on 
the greater effectiveness of two of these schools, and which has been analysed and 
mentioned in previous sections, is the fact that Araucaria and Rauli are 
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administered by a corporation. The fact that these schools have external 
intervention from this corporation, which administers the schools in an indirect 
way tKURXJKWKHGLUHFWDGPLQLVWUDWLRQRIWKHVFKRROV¶OHDGHUVFDQEHFRQVLGHUHGto 
be a positive external influence or contextual factor. These schools are constantly 
monitored, supported and receive particular pressures that other schools do not 
face. External pressures have sometimes been found to be negative for certain 
schools (especially the pressure from inspections bodies), but in other cases 
external pressures and support have been considered a catalyst for change (Fullan, 
1991), which seems to be the case in these two institutions. In general, the 
corporation management of these schools has proved to be very influential for the 
effectiveness of both institutions because the policies implemented by this 
particular corporation are focused on success and seem to be crucial for the 
JUHDWHU HIIHFWLYHQHVV RI WKHVH VFKRROV VHH VHFWLRQV  RQ µVWURQJ IRFXV RQ
VXFFHVV¶DQGVHFWLRQRQµGLVWLQFWLYHIHDWXUHVRI$UDXFDULDDQG5DXOL6FKRRO¶ 
 
7.4 What are the elements that differentiate these particular 
institutions from others serving similar student populations?  
 
 
In this research, I have included a secondary sample of two schools that 
demonstrate a lower level of academic effectiveness than the four schools 
considered in my main sample (see Chapter 4, section 4.5). My intention was to 
make a comparison between more effective schools (atypical) and less effective 
ones (typical). From the cross-case analysis (see Chapter 6), it was possible to 
identify some main factors that differentiate these schools and that can explain the 
variation in student attainment. These main factors are: school climate, school 
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SUDFWLFHV IRFXVHGRQDFDGHPLFVXFFHVV VFKRRO OHDGHUVKLS WHDFKHUV¶SURIHVVLRQDO
commitmenW DQG H[SHFWDWLRQV RI VWXGHQWV¶ VXFFHVV ,Q DGGLWLRQ WR WKHVH ILYH
IDFWRUV , LQFOXGHG WZR DGGLWLRQDO DVSHFWV ZKLFK DUH µDGYHUVH FRQWH[WXDO
FRQGLWLRQV¶ DQG µVWXGHQW PRWLYDWLRQ¶ $GYHUVH FRQWH[WXDO FRQGLWLRQV DOVR DIIHFW
atypical schools but they do not have such a negative impact on their 
effectiveness, as they do in the case of typical schools. In terms of student 
motivation, there was not enough evidence to link the greater effectiveness of the 
atypical schools with the level of student motivation. Nevertheless, in the case of 
typical schools, it emerged from the case studies that the levels of motivation and 
responsibility of students were particularly low, which negatively influence the 
effectiveness of these schools. The research evidence has not indicated that these 
two additional aspects have a significant influence on the effectiveness of atypical 
schools, but it has emphasised their negative impact on the effectiveness of typical 
schools. Therefore, it can be argued that these two aspects also differentiate 
atypical schools from typical ones. 
 
School climate 
 
It has been extensively confirmed by school effectiveness literature that effective 
schools are often characterised by having a positive school climate (Edmonds, 
1979; Taeuber, 1987; Scheerens, 1989; Levine & Lezotte, 1990; and Reynolds & 
Teddlie, 2000). In the case of the present study, the school climate in atypical 
schools has been considered more positive than in typical schools, especially in 
terms of discipline. This is an important difference between both types of 
institutions (see Chapter 6, table 6.2.1). Unfortunately, the higher level of 
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vulnerability of typical schools seems to have more repercusVLRQV RQ VWXGHQWV¶
EHKDYLRXUDIIHFWLQJGLVFLSOLQHVHHVHFWLRQRQµDGYHUVHFRQWH[WXDOFRQGLWLRQV¶ 
Muijs HWDOSDUJXHGWKDW³,QSDUWLFXODULQGLVDGYDQWDJHGDUHDVLWLV
FUXFLDO WRKDYHHIIHFWLYHGLVFLSOLQH LQSODFH´)URP WKH IROORZLQJ testimony it is 
possible to infer that for students it is important to have discipline rules and 
teachers who adopt an authority role:  
 
³, WKLQN WKDW WKH GLVFLSOLQH RI WKH VFKRRO VKRXOG EH LPSURYHG
Sometimes teachers do not impose enough authority; they show 
themselves as relaxed and cool people, so students tend to have 
UHOD[HGEHKDYLRXU´6WXGHQW/HQJD6FKRRO 
 
In this typical school, students and other school members are conscious that an 
appropriate level of discipline and respect is necessary to achieve effective student 
learning, especially inside the classroom. Therefore, it is very important that 
typical schools work on strategies to improve discipline as a way of increasing 
their effectiveness.  
 
In addition to the differences in discipline levels between atypical and typical 
institutions, there are also some problems in terms of relationships, which affect 
the general climate of the schools. For example, in Quillay School there are some 
tensions between teachers and also problems in the communication between 
teachers and school leaders, as this comment demonstrates:  
 
³,WKLQNWKDWWKHRUJDQLVDWLRQDOFOLPDWHFDQEHGLIILFXOWVRPHWLPHV
There are some communication problems. More transparency and 
effective communication between teachers and the leadership team 
LVQHFHVVDU\´7HDFKHU4XLOOD\6FKRRO 
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In a study by Joyce et al., (1999), it was found that a more positive school culture 
FDQ EHQHILW IURP µRSHQ FRPPXQLFDWLRQ¶ DQG µVXSSRUWLYH OHDGHUVKLS¶ ,Q 4XLOOD\
the leadership is not perceived as being especially supportive because the 
µFRPPXQLFDWLRQ SUREOHPV¶ ZLWK WKH KHDGWHDFKHU DIIHFW WKH OHYHO RI IHHGEDFN KH
gives to staff.  
 
In Lenga School, some tensions in the relationship between school leaders and 
teachers characterised relationships in the school for years. Previous leaders were 
considered very authoritarian by teachers and students. Only recently has a new 
person assumed the role of headteacher in the school but at the time of this study, 
she had been in the position for only 2 months. School stakeholders are expecting 
a change with this new leadership because the previous headteachers were 
characterised by having an autocratic style that created a difficult climate of 
interaction in the school. According to the new headteacher, the feeling of tension 
that a very long period of authoritarian leadership left in the school is evident. 
Teachers were used to having a very distant relationship with the leaders and she 
realises this from the formal way in which teachers address her, as the following 
evidence shows:  
 
³, WKLQN WKDW WKH VFKRRO FOLPDWH LV very structured or formal 
sometimes. We need less tension in our relationships here. For 
H[DPSOH WHDFKHUV DGGUHVV WR PH LQ D YHU\ IRUPDO ZD\´
(Headteacher, Lenga School) 
 
In summary: the lower levels of discipline that typical schools demonstrate and a 
cOLPDWH RI LQWHUDFWLRQV FKDUDFWHULVHG E\ VRPH WHQVLRQV EHWZHHQ WKH VFKRROV¶
stakeholders affect the general climate of both typical schools. In this particular 
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research, it is evident from the data that the lower levels of discipline have a 
significant impact on the academic success of both schools.  
 
School practices focused on success  
 
It has emerged from the data that atypical schools are characterised by having a 
JUHDWHUIRFXVRQVXFFHVVWKDQW\SLFDOLQVWLWXWLRQVVHHVHFWLRQRQµVWURQJIRFXV
on sucFHVV¶ DQG &KDSWHU  WDEOH  7KLV SDUWLFXODU HIIHFWLYHQHVV IDFWRU LV
especially significant in the case of the two corporation schools Araucaria and 
Rauli. Some of the factors that demonstrate a lower focus on success in typical 
institutions are, for example: less concentration on academic success and external 
assessment, low optimisation of learning time, lack of lesson planning, extra 
academic support not taken seriously and less presence of links with higher 
education institutions that provide scholarships for students.  
 
,Q UHODWLRQ WR WKH µOHVV FRQFHQWUDWLRQ RQ DFDGHPLF VXFFHVV DQG H[WHUQDO
DVVHVVPHQW¶ ERWK W\SLFDO VFKRROV KDYH JLYHQ HYLGHQFH DERXW WKLV IDFWRU )RU
example, in Lenga School, academic results are not considered to be very 
important E\ VRPH WHDFKHUV LQ WKLV VFKRRO ZKR WKLQN WKDW VWXGHQWV¶ SHUVRQDO
development is more important. Levin (2006, p.405), referring to the findings of 
WKH VWXG\ E\ 5LIIHO 	 /HYLQ  LQGLFDWHV ³PDQ\ HGXFDWRUV LQ KLJK-need 
communities give greater focus to the pastoral element of their work, which can 
cause them to de-HPSKDVLVHDFDGHPLFDFKLHYHPHQW´7KLVVHHPVWREHKDSSHQLQJ
in Lenga where many teachers are satisfied with the effectiveness of the school in 
terms of pastoral aspects, thus they adopt a conformist attitude in relation to 
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VWXGHQWV¶DFKLHYHPHQW OHYHOV ,QJHQHUDO WHDFKHUVGRQRWKDYHKLJKH[SHFWDWLRQV
RIVWXGHQWV¶DFDGHPLFSHUIRUPDQFHDQGWKHLUZRUNGRHVQRWKDYHDVWURQJIRFXVRQ
academic results. In Quillay School, in contrast to the academic emphasis that has 
been shown to be a core correlate of effective schools (Reynolds & Teddlie, 
2000), a considerable number of teachers do not perceive academic performance 
as one of the most important goals of the schools. They think that the school 
should not be overwhelmingly focused on external examinations, such as SIMCE. 
In relation to the latter point, it is true that educational outcomes include more 
aspects than academic results, but it is also true and very important for a school to 
know how much their students are learning and how effective the teaching 
strategies are. For that reason, I argue that internal and external student learning 
monitoring processes are always necessary. 
 
&RQFHUQLQJWKHIDFWRUµORZRSWLPLVDWLRQRIOHDUQLQJWLPH¶LQERWKW\SLFDOVFKRROV
a lot of time that should be used in teaching and learning activities is used in 
different ways. For example, in Quillay School teachers and students tend to get 
very involved in demonstrations and strikes that are very common in the Chilean 
context (see Chapter 2, section 2.5), as suggested in this comment:  
 
³7KHUH ZHUH PDQ\ VWXGHQWV¶ VWULNHV ODVW \HDU DQG PDQ\ KRXUV RI
FODVVHVZHUHQRWGRQH´+HDGWHDFKHU 
 
In addition to this, in Quillay School, some contextual factors such as high levels 
RI WHDFKHUV¶ DEVHQWHHLVP PDLQO\ SURGXFHG E\ VWUHVV GXH WR WHDFKHUV¶ KHDY\
workload, also affect the optimisation of learning time. Municipalities do not send 
a cover teacher immediately, so students lose many learning hours, which has a 
negative impact on student learning and consequently on the effectiveness of the 
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school. In Lenga School time is not sufficiently maximised due to the high 
number of students who arrive late every morning. The headteacher emphasised 
this aspect as a very serious problem in the school. She indicated that the first 
lessons of the morning never start on time, but at least 20 minutes late, reducing 
considerably the learning time. All these factors demonstrate that on many 
occasions effective learning time is affected by external emerging factors that 
FDQQRWDOZD\VEHSUHGLFWHG/XSWRQ  UHSRUWHG WKDW WKH µXQSUHGLFWDELOLW\RI
WKHZRUNLQJHQYLURQPHQW¶LVDVVRFLDWHGZLWKSRRUHGXFDWLRQDOTXDOLW\. 
 
,QUHODWLRQWRWKHIDFWRUµODFNRIOHVVRQSODQQLQJ¶WKHVLWXDWLRQLVQRWSDUWLFXODUO\
negative in Lenga School but it is less efficient in Quillay School, where 
participants emphasised that planning is not always done. The following 
testimony emphasises this view:  
 
³'HSHQGVRQWKHWHDFKHU,ZRUNHGLQWKHOLEUDU\IRURQH\HDUDQG,
noticed that some teachers book their material in advance. Other 
teachers arrive in the morning to the library, just before their 
classes, and try to quickly decide what the\ DUH JRLQJ WR GR´
(Parent) 
 
Effective planning is an element frequently found in effective schools (Henchey, 
2001). In the classic study by Rutter et al. (1979), the importance of preparing 
lessons in advance was stressed. Therefore, special attention should be given to 
this aspect in schools that aim to increase their levels of student attainment.  
 
5HJDUGLQJ µH[WUD DFDGHPLF VXSSRUW¶ ERWK VFKRROV SURYLGH RSSRUWXQLWLHV IRU
students to receive additional help when they have difficulties in certain subjects. 
Unfortunately, the evidence demonstrated that in these schools these initiatives 
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are not always considered and taken seriously by students. In both typical schools, 
it was reported that students sign up to go to additional academic support lessons 
which they do not attend, demonstrating a lack of interest and responsibility (see 
Chapter 6, table 6.2.2).  
 
Finally, I considered it important to mention the fact that for both typical schools, 
there is no evidence of agreements with higher education institutions that provide 
scholarships for students. In contrast, it seems to be a tendency of the atypical 
schools (3 out of 4) to have these types of links. In some way, the fact that 
educational institutions try to find opportunities and issue agreements with higher 
education institutions indicates a greater concern about the future of students and 
a high level of expectations of them. Unfortunately, there is not a significant 
concern or high aspirations about the future of students in typical institutions.  
 
School leadership 
 
The particular leadership styles of Quillay and Lenga are not considered negative, 
but not positive either (see Chapter 6, table 6.2.3) and atypical schools currently 
have, or had in the past (in the case of Canelo), headteachers who influence their 
schools in a positive way, contributing to the greater effectiveness of the 
institutions. Therefore, the evidence indicates that the leadership is perceived as 
being more positive in atypical institutions. In fact, leadership is considered as 
more encouraging, proactive and motivational in atypical schools. 
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In Quillay School, the leadership is considered positive by a number of teachers. 
However, other teachers think that there are some problems of communication 
between the headteacher and the teaching staff. For example, they emphasised 
that there is a lack of supervision and feedback on the part of the headteacher, in 
UHODWLRQWR WKHDFKLHYHPHQWRI WHDFKHUV¶GXWLHV7HDFKHUVZRXOGSUHIHUWRUHFHLYH
more feedback about the way they are doing their job. They think that the 
autonomy they are given is good to a certain extent, but they believe that some 
members of the teaching staff need more supervision, as this piece of evidence 
suggests:  
 
³7KH OHDGHUVKLS VKRXOG EH PRUH GHPDQGLQJ VRPHWLPHV OHDGHUV
think that the teachers are going to do what they are supposed to 
do, but it is not always like that, so sometimes more supervision is 
QHHGHG´7HDFKHU4XLOOD\6FKRRO 
 
To summarise: some teachers consider that the leadership is weak and they 
believe that this aspect would be much improved if the communication was clear 
and the rules were less flexible. Classic school effectiveness literature defined 
HIIHFWLYH OHDGHUVKLS VW\OHV DV EHLQJ IDU IURP µZHDN¶ EXW ILUP SXUSRVHIXO DQG
monitoring (Edmonds, 1979; Mortimore et al., 1998; Teddlie & Stringfield, 1993; 
Sammons et al., 1997). More recent literature has described good leaders as 
having transformational and instructional approaches, which are also in opposition 
to a weak and uncommunicative approach.  
 
In Lenga School the perceptions about the current leadership are not sufficiently 
informed by evidence because at the time I conducted the fieldwork, the 
headteacher had been in the position for a very short time. Nevertheless, the 
evidence demonstrated that the previous leadership styles have negatively 
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influenced the way in which the leadership is perceived in this school. In the past 
the leadership was autocratic and distant which affected considerably the climate 
of interactions in the school. The following evidence emphasises these points:  
 
³$VIDUDV,NQRZthere was a very authoritarian system here. The 
previous headteacher was more dedicated to lead and make 
administrative decisions rather than to deal with situations closely 
related to teachers or students, as for example, teaching and 
OHDUQLQJSURFHVVHV´(Headteacher) 
 
$FFRUGLQJWR0XLMHWDO³WKHUHKDVEHHQDPRYHWRZDUGVDUHDOLVDWLRQWKDW
the most effective means for true improvement lies in a more distributed and 
GHPRFUDWLF IRUP RI OHDGHUVKLS´ 8QIRUWXQDWHO\ LQ WKLV VFKRRO WKH WUDGLWLRQ RI
leadership has been more autocratic than democratic. After that period, there were 
numerous changes over a short extent of time. Therefore, in recent years the 
leadership has not been stable. Now, however, the new leader seems to be a very 
approachable and considerate person, but a couple of months in the position were 
not enough to impact the leadership of the school and influence more optimistic 
perceptions about it from school members. It is expected that in the future, this 
school will have a more positive experience in terms of its leadership.  
 
7HDFKHUV¶SURIHVVLRQDOFRPPLWPHQW 
 
The data from the schools analysed demonstrate that in typical schools teachers 
tend to have a lower level of professional commitment than in atypical institutions 
VHH &KDSWHU  WDEOH  7KLV HOHPHQW LV SDUWLFXODUO\ QHJDWLYH IRU VWXGHQWV¶
outcomes, VLQFHOHDUQLQJRFFXUVDWWKHµFODVVURRPOHYHO¶DQGLWLVPHGLDWHGE\WKH
teacher. Therefore teacher effectiveness is one of the most important elements for 
309 
 
school effectiveness (Creemers, 1994). Some contextual conditions such as 
µWHDFKHUV¶ ZRUNORDG¶ µODFN RI WLPH¶ DQG µKLJK QXPEHU RI VWXGHQWV LQ WKH
FODVVURRPV¶GLVFXVVHGODWHULQWKLVFKDSWHUVHHVHFWLRQRQµDGYHUVHFRQWH[WXDO
FRQGLWLRQV¶ VHHP WR KDYH DQ LPSDFW RQ WHDFKHUV¶ GLVSRVLWLRQ DQG FRPPLWPHQW
For example, as discussed in a previous section, in the case of Quillay, due to the 
heavy workload that teachers have, there is a significant percentage of teacher 
absenteeism caused by stress and depression. This particularly  DIIHFWV VWXGHQWV¶
learning because cover teachers are not sent to the school immediately, as the 
following testimony describes:   
 
³/DVW \HDU WKHUH ZHUH PDQ\ FRPSODLQWV DERXW WKH H[WHQGHG
PHGLFDOOHDYHRIVRPHWHDFKHUV,IDWHDFKHUGRHVQ¶WFRPHVWXGHQWs 
PLVV FODVVHV EHFDXVH WKH PXQLFLSDOLW\ GRHVQ¶W VHQG D VXEVWLWXWH
WHDFKHUVRRQ´3DUHQW4XLOOD\6FKRRO 
 
+DUEHU	'DYLHVKLJKOLJKWHGWHDFKHUV¶DEVHQWHHLVPDQGODWHQHVVDVIDFWRUV
affecting the effectiveness of educational systems in developing countries. 
Unfortunately, these problems are usually produced by contextual factors 
DVVRFLDWHGZLWKWHDFKHUV¶LQDGHTXDWHZRUNLQJFRQGLWLRQV,QWKHVSHFLILFFRQWH[WRI
Chile, excessive workload seems to be one of the main causes, but in other 
developing counWULHV ZKHUH FRQGLWLRQV DUH ZRUVH WHDFKHUV¶ DEVHQWHHLVP RU
lateness could even be related to problems such as long travelling distances and 
lack of means of transportation to arrive to schools.  
  
In addition to the problem of teacher absenteeism, another problem that reveals a 
low teacher commitment in Quillay is the low level of professional vocation 
demonstrated by some teachers. According to other school stakeholders, some of 
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them only adopt a position of knowledge transmitters and do not relate to students 
in a broader sense.  
 
Similarly, in Lenga School, some school stakeholders think that teachers do not 
always demonstrate a strong professional vocation as this evidence shows:  
 
³6RPHWLPHV WHDFKHUVDUHQRWYHU\ZRUULHGDERXWDOO WKHVWXGHQWV
they do their classes and they do not care so much if all the 40 or 
 VWXGHQWV XQGHUVWRRG 7KH\ VD\ WKDW WKH\ FDQ¶W GHGLFDWH H[WUD
time to particular content because they have a programme to 
IROORZ DQG WKH\ GRQ¶W ZDQW WR EH EHKLQG VFKHGXOH , GRQ¶W PHDQ
that all WKHWHDFKHUVDUHOLNHWKDWKHUHMXVWVRPH´3DUHQW/HQJD
School) 
 
It seems that sometimes they are only concerned about teaching, but not about 
VWXGHQWV¶ OHDUQLQJ DQG XQGHUVWDQGLQJ 3UREDEO\ VRPH RI WKH FRQWH[WXDO IDFWRUV
previously mentioned can explain, at least in part, the low motivation of some 
teachers, which has a negative impact on their vocation. Adverse contextual 
factors will be discussed in the final section of this chapter.  
 
([SHFWDWLRQVRIVWXGHQWV¶VXFFHVV 
 
In both typical schools, school stakeholders tend to have lower expectations of 
VWXGHQWV¶VXFFHVVWKDQLQDW\SLFDOVFKRROVVHH&KDSWHUWDEOH2QHWHDFKHU
from Quillay School emphasised that this problem is not only evident in the 
school but in the whole community:  
 
³,QWKLV WRZQSHRSOHGRQ¶WKDYHH[SHFWDWLRQV WKH\GRQ¶WKDYHOLIH
projects and they live in the present without having projects for the 
IXWXUH 7KLV LV D JHQHUDOLVHG SUREOHP LQ WKLV WRZQ´ 7HDFKHU
Quillay School) 
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In Quillay School the expectations of students, parents and teachers are affected 
by contextual conditions, especially by the high vulnerability level that 
characterises the student intake and the community in which the school is located. 
School stakeholders consider that in this social context it is not realistic to have 
highly ambitious academic expectations of students. For example, there are some 
EDUULHUV WRKLJKHUH[SHFWDWLRQVRIVWXGHQWV¶ IXWXUHFDUHHUV6WXGHQWVZKRZDQW WR
continue in higher education need to move to another city and pay full or reduced 
fees in higher education, which is very difficult for the majority of the population 
in this town. Therefore, for them it is more realistic to imagine their futures as 
workers in the local industries (fishing or mining), as the following testimony 
suggests:  
 
³6WXGHQWV GRQ¶W VHH WKH SRLQW LQ PDNLQJ D ORW RI HIIRUW at school 
because they think that they can work as miners in the future and 
PDNH JRRG PRQH\ $Q\ZD\ QRW DOO RI WKHP WKLQN OLNH WKDW´
(Teacher, Quillay School)  
 
The situation of low expectations is similar in Lenga School, where a number of 
WHDFKHUVKDYHDSHVVLPLVWLFYLHZDERXWVWXGHQWV¶FKDQFHVRIVXFFHVVEHFDXVHRIWKH
social vulnerability they face. This point was well described in this comment: 
 
³6RPHWLPHV DV WHDFKHUV ZH DOVR KDYH ORZ H[SHFWDWLRQV EHFDXVH
we think... well this is a difficult context, it is difficult to change the 
adversity that our students face, so why should I make a lot of 
effort? I think that it is imperative to change this pessimistic 
YLHZ´+HDGWHDFKHU/HQJD6FKRRO 
 
Unfortunately, these low expectations seem to influence student motivation. 
Students feel that even if they put in extra effort, their results will continue to be 
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the same. Moreover, students believe that teachers are not challenging them 
enough because they do not trust in their ability to succeed. 
 
,QDGGLWLRQ WR WKLVSDUHQWV¶H[SHFWDWLRQVDUHDOVR ORZZKLFKPDNHV WKHVLWXDWLRQ
ZRUVH DIIHFWLQJ VWXGHQWV¶ VHOI-esteem and their expectations of success, as 
suggested in this comment:   
 
³7KHH[SHFWDWLRQVRISDUHQWVDUHORZWKH\RQO\ZDQWWKHVWXGHQWV
to finish their specialisation courses in school and that is enough 
IRUWKHP6LQFHSDUHQWV¶H[SHFWDWLRQVDUHORZVWXGHQWVGRQ¶WKDYH
a lot of aspirationVVRWKH\GRQ¶WPDNHDORWRIHIIRUWWKH\MXVWWU\
WR JHW WKH PDUNV WKH\ QHHG WR SDVV $Q\ZD\ , GRQ¶W ZDQW WR
generalise because there are many exceptions and many students 
VWXG\RUZRUNRUERWK WKLQJVZKHQ WKH\ ILQLVK VFKRRO´ 7HDFKHU
Lenga School) 
 
To summarise: the lower level of expectations of teachers, parents and students 
that characterise these two typical schools differentiate these institutions from the 
group of atypical ones, where expectations of stakeholders are more positive. It 
has been extensively documented by school effectiveness literature that schools 
that have high expectations of students tend to be more effective (Edmonds, 1979; 
Scheerens, 1989; Levine & Lezotte, 1990; Sammons et al., 1995; Reynolds & 
Teddlie, 2000; Henchey, 2001). In contrast, having poor expectations of students 
KDV UHSHUFXVVLRQV IRU VWXGHQWV¶ DFDGHPLF SHUIRUPDQFH DQG FRQVHTXHQWO\ WKH
VFKRRO¶VVXFFHVV 
 
Student motivation  
 
Student motivation is not an aspect that has emerged as a school effectiveness 
factor in this research. In fact, it can be considered as an external element that 
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impacts on school processes. Creemers (1994) and Creemers & Kyriakides (2008) 
have considered the importance of this element for educational effectiveness and 
WKH\KDYHLQFOXGHGLWLQWKHLUPRGHOVDWWKHµVWXGHQWOHYHOFRQWH[W¶VHH&KDSWHU
section 3.6). In both typical institutions, the level of student responsibility and 
motivation can be considered low. For example, in Quillay School members agree 
that students are not responsible enough to do their homework or attend extra 
academic support lessons. In relation to this point, Sammons et al., (1995) 
concluded that in effective schools students KDYHµULJKWVEXWDOVRUHVSRQVLELOLWLHV¶
In general, in this school a high number of students do not make enough effort to 
achieve better results, even when extra support is offered by the school, in the 
form of additional lessons. Lack of parental involvement and supervision 
contributes to decreasing the level of responsibility to do homework. In fact, a 
significant number of parents in this school do not demonstrate support or interest 
LQ VFKRROPDWWHUVZKLFKKDVHYLGHQW UHSHUFXVVLRQVRQVWXGHQWV¶SHUIRrmance. In 
addition to this, the contextual social problems that a high number of students 
experience affect their personal motivation and responsibility.  
 
In Lenga School the lack of motivation demonstrated by students is considered a 
generalised problem and teachers have to be constantly fighting against it. In this 
VFKRRO VWXGHQWV¶ PRWLYDWLRQ LV DOVR DIIHFWHG E\ FRQWH[WXDO IDFWRUV VXFK DV KLJK
levels of social vulnerability in areas where students live and family disruption 
problems. Like Quillay, the level of support and involvement demonstrated by 
many SDUHQWV LV QRW SRVLWLYH ,Q WKLV SDUWLFXODU UHVHDUFK WKH OHYHO RI SDUHQWV¶
involvement in atypical schools was not considered particularly positive, as has 
been described in some effectiveness studies (Levine & Lezotte, 1990; Sammons 
et al., 1995; Cotton, 1995). However, it was not highlighted as a negative aspect 
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either. In the case of both typical schools this aspect was perceived in a less 
positive way by participants, mainly due to social contextual problems. In 
addition to adverse contextual factors, this school faces internal problems, such as 
constant replacement of school staff. Muijs eWDO KDYHDUJXHG WKDW µKLJK
VWDIIWXUQRYHU¶LVDSUREOHPLGHQWLILHGLQVFKRROVFKDUDFWHULVHGE\VRFLR-economic 
deprivation. This factor is negative in terms of student motivation and progression 
in the specific subject, as the following comment by a student suggests:  
 
³,WLVDOODERXWWKHPRWLYDWLRQ\RXKDYH,XVHGWROLNH(QJOLVKDORW
in primary school, but my motivation decreased when I arrived 
here and I saw that teachers were always being replaced. There 
was not a continuity, nor sequence of content, so the English class 
ended up becoming a sort of break for us. We had a good teacher 
with good ideas and initiatives, but he left. (Student, Lenga School) 
 
From this testimony, it is possible to infer that sometimes students respond to a 
subject in a negative way because they are not given what they expect nor are they 
taken seriously. They expect to learn and progress having the same teacher for at 
least one year.  
 
Adverse contextual conditions 
 
Both atypical and typical schools face difficult contextual conditions, especially in 
terms of the social vulnerability that characterise a high percentage of the student 
populations of these schools. Nevertheless, typical schools seem to be more 
affected E\ FRQWH[WXDO IDFWRUV ZKLFK KDYH D VLJQLILFDQW LPSDFW RQ VWXGHQWV¶
PRWLYDWLRQ DQG H[SHFWDWLRQV DQG RQ WKH WHDFKHUV¶ DQG SDUHQWV¶ H[SHFWDWLRQV RI
SXSLOV¶ SHUIRUPDQFH VHH &KDSWHU  WDEOH  2QH RI WKH UHDVRQV WKDW FDQ
explain this is the fact that both typical schools demonstrate a higher level of 
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social vulnerability than the other four schools. For example, Quillay School is 
affected by a strong contextual vulnerability, as indicated by the headteacher:  
 
³7KHOHYHORIVWXGHQWV¶YXOQHUDELOLW\KHUHLs really high. Last year, it was 
81.9%. Students come from very deprived socio-HFRQRPLF FRQWH[WV´
(Headteacher, Quillay School)  
 
Research conducted by Lupton (2003) and Harris et al., (2006) has found 
substantial evidence about the negative effect of social disadvantage and poverty 
RQ VWXGHQWV¶ RXWFRPHV DQG DVSLUDWLRQV 4XLOOD\ 6FKRRO LV ORFDWHG LQ D YHU\
deprived community which is very isolated and far from cities where students 
would have the opportunity to access higher education. In this community, people 
do not place a high value on education, it is more important for them to have 
material things, as indicated by a teacher: 
 
³,QWKLVWRZQ\RXVHHSHRSOHWKDWGRQRWNQRZKRZWRUHDGEXWWKH\
have a huge car. We think that in this town people prefer to have 
things rather than to be someone in life. Students see that many 
people do not have a lot of education but they have managed to 
PDNHPRQH\´7HDFKHU4XLOOD\6FKRRO)  
 
The expectations of students and their families are focused on working-life rather 
than on continuing with their studies in the future. A high percentage of students 
know that after school they will become fishermen or they will work in the mining 
industry which are the main industries of this town. Therefore, they do not place a 
lot of importance on their school performance.  
 
Additionally, there is also a high level of teenage pregnancy in this town. 
According to teachers, one of the reasons that can explain the high number of 
pregnant adolescents is the fact that many students experience difficult family 
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problems, which make them look for affection and security, as this comment 
suggests:  
 
³,QWKLVWRZQWKHUHLVDKLJKYXOQHUDELOLW\OHYHODQGORWVRIFDVHVRIWHHQDJH
pregnancy. Kids want to satisfy their need for affection by having a 
SDUWQHU´7HDFKHU4XLOOD\6FKRRO 
 
Unfortunately, the social contextual conditions that characterise this town affect 
the aspirations and motivation of students and, in consequence, the effectiveness 
of the school.  
 
The other typical school is also considerably affected by a high level of social 
vulnerability that is mainly associated with the type of families that students come 
from. In Lenga, a significant percentage of students have broken families or face 
very difficult family problems, which affect their social behaviour, responsibility 
and motivation. In addition, the expectations of the students and their families are 
not high (see Chapter 6, table 6.2.5). The following evidence illustrates well the 
perceptions of teachers about the previous points:   
 
³7KH\ KDYH D ORW RI HPRWLRQDO SUREOHPV DQG WKH\ EULQJ WKHVH
problems from their homes. In general, we have families with a lot 
of problems here. The expectations of parents are low, they only 
want the students to finish their specialisation courses in the school 
DQG WKDW LVHQRXJK IRU WKHP6LQFHSDUHQWV¶H[SHFWDWLRQVDUH ORZ
VWXGHQWVGRQ¶WKDYHDORWRIDVSLUDWLRQVVRWKH\GRQ¶WSXWLQDORWRI
effort, they just try to get the marks they need to pass. Anyway, I 
GRQ¶W ZDQW WR JHQHUDOLVH EHFDXVH WKHUe are many exceptions and 
many students study or work or both things when they finish 
VFKRRO´7HDFKHU/HQJDVFKRRO 
 
In summary, both typical schools are characterised by a higher level of social 
vulnerability and a weaker capacity to overcome adverse conditions. This fact has 
clear implication on the value-added effect of their educational processes. On the 
317 
 
contrary, atypical schools, that are also characterised by vulnerable student 
intakes, demonstrate more resilience to the adverse contextual conditions, 
probably because these schools have other combinations of factors that increase 
the level of motivation of students, such as higher commitment of teachers, better 
climate of relationships in the school,  appropriate level of discipline that facilitate 
teaching and learning, educational processes focused on success, higher 
expectations of students success and better aspirations for their future (see 
Chapter 6, analytical tables). From these particular factors, one of the most 
distinctive one is the greater focus on success that characterised atypical schools. 
This aspect has been influenced by contextual and historical elements that have 
shaped school practices, in order to effectively satisfy the expectations of the 
communities in which these schools are inserted. These communities regard these 
schools as prestigious institutions that provide a good educational opportunity.   
 
In addition to the social vulnerability factor affecting the effectiveness of typical 
schools, there are other contextual elements causing problems in these types of 
institutions that do not necessarily depend on the internal school disposition, but 
on macro administrative levels, such as local municipalities or the Ministry of 
Education. These problems are mainly associated with the insufficient financial 
and human resources available for schools. In the models of school effectiveness 
proposed by Creemers (1994) and Creemers & Kyriakides (2008), the macro 
DGPLQLVWUDWLYHOHYHOVDUHLQFOXGHGZLWKLQWKHµFRQWH[WOHYHO¶YDULDEOHVLQIOXHQFLQJ
educational effectiveness. However, these variables have more to do with 
educational policies, curriculum, supervision, support system, etc., than with the 
DOORFDWLRQRIUHVRXUFHVWRIXOILOWKHVFKRROV¶QHHGV7KLVFDQSUREDEO\EHH[SODLQHG
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by the difference in the contextual setting of this research which has been 
conducted in a Latin American country. The work by Creemers and Kyriakides 
has been informed mainly by findings from developed countries, where the lack 
of resources given to schools is not a matter of concern. In the Latin American 
context, we can find many problems affecting the motivation of teachers, such as 
WKH LQVXIILFLHQW UHVRXUFHV DOORFDWHG WR VFKRROV DQG WKH ORZ WHDFKHUV¶ VDODULHV
(Murillo, 2007).  
 
The previous point can be corroborated by the findings that emerged from both 
typical schools, where for financial reasons, there are not enough teaching staff 
and consequently teachers have a very heavy workload which affects the quality 
of their work and their commitment (see Chapter 6, table 6.2.4), as this testimony 
describes:  
 
³,IZHZHUHDEOHWRSURYLGHDQLQGLYLGXDOWUHDWPHQWWRVWXGHQWVWR
have iQWHUYLHZVZLWKWKHPDQGZLWKWKHLUSDUHQWV,¶PVXUHWKDWRXU
progress would be better. Unfortunately, we have to work many 
hours. A teacher with 44 hours of contract is teaching 42 hours. 
Therefore, it is very difficult to find the time to interview students, 
to plan classes, to do professional development courses, to plan 
OHVVRQVHWF´7HDFKHU4XLOOD\6FKRRO 
 
This situation is very common in the Chilean municipal and private-subsidised 
educational sectors (see Chapter 2, section 2.2), so even if school staff have the 
motivation to do more to contribute to the improvement of the schools, it is 
difficult to materialise those intentions due to the lack of time. From this comment 
of a teacher from Quillay, it is possible to realise how negative this situation can 
EHLQWHUPVRIWHDFKHUV¶PRWLYDWLRQ 
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³In each class there are around 40 students and I have 15 different 
classes, so it means that I have 600 students to teach per week. All 
the planning and preparation of evaluation instruments has to be 
done at KRPH´7HDFKHU4XLOOD\6FKRRO 
 
Considering these aspects, it is hardly surprising that there is high teacher 
absenteeism generated by high levels of stress and low motivation, as mentioned 
in a previous section of this chapter. A teacher should be able to divide their 
contract hours between time used in activities, such as planning and marking, and 
actual teaching time.  
 
This problem is often a consequence of the insufficient funding that municipalities 
(frequently poor ones) have or use to run schools (see Chapter 2, section 2.5). 
Municipalities administer schools in their districts with public funding but they 
KDYHDORWRIRWKHUGLVWULFWV¶PDWWHUVWRDWWHQGWR7KHUHIRUHVRPHWLPHVWKHEXGJHW
they allocate to schools is not enough to hire more school staff.  In the private- 
subsidised schools, this situation could be a consequence of the bad administration 
of resources given by the government or by families through school fees. In fact, 
the contributions of parents in private-subsidised schools are considerably lower 
than in private-paid school. In addition to this, an important percentage of students 
do not have to pay anything because their socio-economic conditions are very 
difficult. In the specific case of this research, the only private subsidised school is 
the typical school Lenga and this institution receives students with a high level of 
social vulnerability, so the fees are very low and many students do not pay. 
Therefore, the main source of funding is through government subsidies for 
students.  
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It could be argued that the public funding given by the Government to municipal 
or private subsidised schools is unlikely to be enough, considering the fact that 
Chile is not a rich country. Nevertheless, there are a lot of controversies about this 
issue and it has been extensively argued (Hopkins, 2006; Arango, 2008) that 
public education should not necessarily be administered by local municipalities 
because they have many other matters to attend to and they are not necessarily 
giving enough material and human resources to schools. Furthermore, it has been 
acknowledged that many private subsidised schools have become for-profit 
schools because even though they receive two sources of funding (public, 
private), they still demonstrate problems of hiring enough teachers or providing 
better facilities to students, which means that the financial resources are not 
necessarily being used for these purposes.  
 
One cannot be sure that the previously discussed points apply to the case of Lenga 
School. In fact, I do not have enough evidence to affirm that Lenga is a for-profit 
school. However, what is true from the evidence is that teachers have insufficient 
time to plan classes or undertake professional development courses, which affects 
their motivation, as this evidence suggests: 
 
³:H QHHG WR PDNH D ELJ effort if we want to do professional 
development courses because it means going to classes on 
Saturdays, to do homework in the evenings, etc. We have the 
intention of doing it, but then we realise the big effort it implies. 
:HUHIOHFWµ:HOOZHDUHJRLQJWRKDYHOHVVWLPHWRSODQQRZ¶:H
GRQ¶W KDYH WKH SURSRUWLRQ RI KRXUV RI WKH GHYHORSHG FRXQWULHV WR
SUHSDUHFODVVHV´7HDFKHU/HQJD6FKRRO 
 
Problems of administration or funding also affect the capacity of the typical 
schools and also of two of the atypical ones to successfully implement a good plan 
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of incentives and rewards for school staff and a system of student follow-up to 
evaluate the effectiveness of the school in the long run and elaborate improvement 
plans.  
 
Finally, another adverse contextual factor associated with educational facilities 
and funding is the problem of the high number of students per class, which 
characterises the Chilean educational system. Chile has the second highest 
number of students per classroom of all OECD countries, with only China having 
more students per classroom (OECD, 2011). This particular problem affects both 
typical schools. However, it is also present in the atypical schools, but teachers in 
these schools seem to manage this issue better. In my view, the main reason that 
can explain this is the better level of discipline demonstrated by students in 
atypical schools (see Chapter 6, table 6.2.1). A class can have many students, but 
if they behave in an appropriate way, teachers are less tired and demonstrate more 
willingness to do their work.  
  
322 
 
7.5 Summary  
 
In this chapter I have attempted to discuss the findings of my study, by addressing 
each research question. I have started the chapter with a reflection about the 
common characteristics of effective schooling found in my sample of four 
atypical schools. In the second section of this chapter, I have addressed the 
distinctive elements of each school that make them different from other 
institutions. These special characteristics are related to the greater effectiveness of 
these institutions. In the third section of this chapter, I have looked at some 
historical and contextual aspects of these schools that influence their 
effectiveness. Finally, in the last section, I have discussed the main differences 
between atypical and typical schools in order to achieve an understanding about 
the specific characteristics that make schools more or less effective. In the next 
chapter, I will draw some main conclusions from this study, as well as reflect 
about the main implications, contributions and limitations of this study.  
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&+$37(5 
 
&RQFOXVLRQVDQG,PSOLFDWLRQV 
 
8.0 Introduction 
 
As presented and discussed in the previous chapters, the results of this study 
demonstrate that certain factors that have a significant presence and importance in 
atypical schools have an impact on the academic effectiveness of these 
institutions. However, some of these factors are also present in typical schools but 
their impact on the effectiveness of these institutions is less significant, which is 
frequently a consequence of adverse contextual conditions affecting typical 
schools. 
 
The research question that guides the first part of this chapter is: What are the 
lessons that can be learnt from these schools and the recommendations for 
practitioners and policy makers? I start this concluding chapter by describing the 
lessons that can be learnt from this research. After the presentation and discussion 
of the research findings, in the previous chapters, I summarise those findings, 
SUHVHQWLQJ WKHP DV ³PHVVDJHV´ WKDW FRXOG EH XVHIXO IRr practitioners, school 
leaders and policy makers. The outcomes of this research communicate that this 
group of academically effective schools in deprived contexts are characterised by 
the following aspects:  
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x Having a greater focus on academic success. 
x Having teachers who demonstrate a particularly high level of professional 
commitment.  
x Having proactive and encouraging leaders, who are key elements in the 
VFKRRO¶VVXFFHVV 
x Having a positive school climate. 
x  Having high expectations of their students.  
 
In the following sections of this chapter, I firstly, give some recommendations to 
practitioners and policy makers which are expressed in the form of ideas or 
initiatives to encourage the development of factors associated with school 
effectiveness in less effective schools. Secondly, I state the contributions of this 
study, which are especially valuable for the development of school effectiveness 
research and school improvement research in the Chilean context or in other 
developing societies. Thirdly, I address the limitations of this research. These are 
mainly related to generalisation issues and lack of theoretical models and 
frameworks that fit this research. In addition to this, I make suggestions for 
further research in the area which, in my view, should be focused on establishing 
links between school effectiveness research and school improvement initiatives. 
In the Latin American context, where social inequalities are huge, it is necessary 
to implement school improvement programmes with special attention to the most 
disadvantaged student populations. In addition to this, further research in the area 
should consider studies with a greater likelihood of drawing generalisations and 
more use of student background information and attainment data, in order to 
better assess the value added dimension of the education provided by particular 
325 
 
institutions. Furthermore, more research on teacher effectiveness is suggested, 
since this research has corroborated the fundamental role of teachers as 
contributors to studentV¶RXWFRPHVDQGVFKRROVXFFHVV)LQDOO\WKLVFKDSWHUFRPHV
to an end with some personal reflections about my PhD journey.  
 
8.1 Lessons from atypical schools 
 
Message 1: More effective schools have a greater focus on academic success  
 
This greater focus is demonstrated by the higher importance given to aspects such 
DV µSODQQLQJ IRU VXFFHVV¶ µWHDFKHU HYDOXDWLRQ¶ µXVH RI LQFHQWLYHV¶ µKLJK
UHOHYDQFH JLYHQ WR WHDFKHUV¶ SURIHVVLRQDO GHYHORSPHQW¶ DQG µKLJK LPSRUWDQFH
JLYHQWRH[WHUQDODVVHVVPHQW¶ 
 
Message 2: In effective institutions teachers demonstrate a particularly high 
level of professional commitment 
 
This aspect is demonstrated by factors such as, the greater disposition of teachers 
to take part in professional development courses; the dedication and time invested 
in the preparation of students for external assessment; the collaboration between 
departments in pedagogic work and preparation of students for external 
DVVHVVPHQW DQG WKH VLJQLILFDQW WHDFKHUV¶ LQYROYHPHQW LQ VWXGHQWV¶ SHUVRQDO DQG
social development.   
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Message 3: Effective schools are frequently characterised by having proactive 
and encouraging leaders, who are key elements for the school success 
 
These institutions have leaders who are always interested in getting their schools 
involved in different projects or who support any initiative that involves a 
possibility of improvement. They are also characterised by a constant 
encouragement to teachers to update their professional knowledge. These 
headteachers are very interested in the academic results of their students and they 
support the initiatives orientated towards the preparation of students for external 
examinations.  In addition to this, they have high expectations of teachers and 
students. Finally, it is important to mention that they are experienced 
professionals and have been in the leadership position for many years (the 
leadership of the previous headteacher has been considered in the analysis of 
Canelo School). 
 
Message 4: Effective schools are frequently characterised by having a positive 
school climate 
 
The relationships between the different stakeholders are frequently positive, 
especially in the case of the relationship between teachers and students. Teachers 
care about students and students respect teachers, which has implications in terms 
of student motivation and also in relation to the level of discipline, responsibility 
and work disposition that students demonstrate. In addition to this, in all these 
institutions, the level of discipline is good and appropriate for effective teaching 
and learning processes taking place in the classroom.   
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Message 5: Effective schools are institutions that believe in their students and 
WKHVFKRRO¶VVWDNHKROGHUVKDYHKLJKH[SHFWDWLRQVRIWKHP 
  
Teachers believe that their students can do well in the school despite the adverse 
contextual conditions that may affect their motivation. They challenge them and 
do not assume that due to their personal circumstances and contextual barriers, 
they will not be able to succeed. In general, in these institutions school leaders, 
teachers, parents and also students do not have a pessimistic view about their 
future opportunities6FKRROPHPEHUVDQGSDUHQWV¶KLJKH[SHFWDWLRQVRIVWXGHQWV
have positive repercussions on the levels of motivation demonstrated by students.  
 
8.2 Recommendations for practitioners and policy makers 
 
Considering the findings of this study, I can conclude and recommend to 
educational authorities, private school owners, school leaders, practitioners and 
policy makers to take into consideration some recommendations that I make in 
this section. 
 
One of the main findings of this research states that a greater academic focus is 
associated with academically effective schools. This greater focus on success is 
demonstrated in many practices, such as the provision of extra academic support, 
SODQQLQJ IRU VXFFHVV WHDFKHUV¶SURIHVVLRQDOdevelopment and the evaluation and 
use of incentives (see Chapter 7, section 7.1). The general recommendation for 
school practitioners, school leaders, private school owners, educational authorities 
and policy makers is the implementation of the practices that have been successful 
in my sample of atypical schools. 
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Concerning extra academic support, schools should offer effective and robust 
extra academic support programmes for students. Firstly, it is necessary to provide 
additional academic support for new students who have yet to attain a good level 
of achievement. It is important that they reach a similar level to other students in 
their grade, in order to create a more homogenous group in which learning and 
progression can be more efficient. Secondly, it is also important to offer 
systematic extra academic support for students who have academic difficulties 
and not only when they start their studies in the school. Thirdly, it is important to 
offer preparation for external examinations. In fact, this type of support was the 
most emphasised in the atypical schools and the most linked with their 
effectiveness. Many people disagree with the provision of special preparation for 
external assessment, but I argue that it is necessary because students need to 
become familiar with the type of questions, the length of the exam and they also 
need to refresh some content (for more discussion on external assessment, see 
Chapter 7, section 7.1).  
 
The academic support initiatives that take place after the normal school day have 
to be well designed and implemented. For example, practitioners should include 
activities that are attractive for students and different to the ones students 
normally do in their normal lessons.  The objective of this is to engage students in 
these extra lessons and improve their motivation and responsibility to attend. One 
of the problems that both of the typical schools have in relation to the extra 
support classes is that many students sign up to go, but they do not attend 
regularly (see Chapter 7, section 7.4). Another important aspect to consider is to 
have the necessary conditions and resources for this aim. School leaders should be 
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involved in the organisation of these additional classes, especially in terms of the 
administration of the time, material and human resources. Nevertheless, 
practitioners or school leaders are not the only key elements that should be 
involved in the implementation of extra academic support in schools. It is very 
important that the local educational authorities and private school owners 
understand the importance of this type of support for students and allocate 
resources to undertake these classes in an effective way. In relation to this, policy 
makers need to be aware of the need that local educational authorities have in 
terms of resources to implement these initiatives in schools. It is also very 
important to evaluate the real use and efficiency of the resources allocated.  
 
Additionally, it is important to consider that the implementation of these extra 
support classes depends on the importance that the specific school places on 
academic success. Each school sets its own priorities and a school which has a 
µSDUWLFXODUIRFXVRQVXFFHVV¶KDVDFROOHFWLYHEelief about the high importance of 
academic results. For example, some schools are more interested in being 
effective in terms of the personal and social development of students and they 
believe that academic development is not among the top priorities of the school. 
In Lenga School, for instance, a high number of teachers think that an effective 
school is not the one that has better academic results, but one that gives students a 
solid moral education and promotes the social and personal development of 
students (Riffel & Levin, 1986). Nevertheless, the opinion of the headteacher of 
Lenga is controversial. She indicated that this view is just an excuse to justify the 
insufficient academic effectiveness of the school (see Chapter 5, Lenga School 
portrait). 
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In relation to the previous point, I argue that an effective school is one which 
gives high importance to both academic and personal development. An effective 
institution aims for the holistic development of the students and in the case of my 
atypical schools; they all consider the personal and social development of 
students, as well as their academic attainment. In this research I consider 
academic results in my conception of effectiveness, but I also include information 
about the provision of education targeted at the personal and social development 
of students which I consider necessary to achieve a better understanding of 
schools and their internal educational processes (see Chapter 5, school portraits).  
In conclusion , ZRXOG DGG WKDW µDFDGHPLF HIIHFWLYHQHVV¶ LV YHU\ GLIILFXOW WR
achieve in a school where school members are not convinced of its importance. A 
VFKRROµIRFXVHGRQVXFFHVV¶KDVWRKDYHDYLVLRQDQGPLVVLRQDGGUHVVLQJDFDGHPLF
success and members who agree with that vision and mission.  
 
AnotheU LPSRUWDQW DVSHFW DVVRFLDWHG ZLWK VFKRROV WKDW KDYH D VWURQJ µIRFXV RQ
VXFFHVV¶ LV µSODQQLQJ IRU VXFFHVV¶ ,Q DOO WKH DW\SLFDO VFKRROV SODQQLQJ LV JLYHQ
high importance, especially in the case of Araucaria and Rauli, institutions 
administered by a corporation (see Chapter 7, section 7.1). One of the important 
corporation policies, associated with the greater effectiveness of these institutions 
LVWKHSURGXFWLRQRIDµVWUDWHJLFSODQ¶)ROORZLQJWKHH[DPSOHRIWKHVHLQVWLWXWLRQs, 
it would be a good first step for any school which aims to be successful, to have a 
FOHDU µVWUDWHJLFSODQ¶RI DFWLRQV WREHXQGHUWDNHQ in order to achieve the desired 
success. It is also important to evaluate the progression towards the goals 
described in that plan on a regular basis and update it in the light of the results of 
the evaluation. Accountability is an essential concept that has to be introduced 
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into schools that aim to be effective and the realisation of any school plan has to 
consider a serious evaluation process of all the school components, including the 
evaluation of teachers, which has to be rigorous, as it is in Araucaria and Rauli.  
 
Teacher evaluation has been highlighted as one of the elements associated with a 
JUHDWHUµIRFXVRQVXFFHVV¶7KLVSURFHVVVKRXOGFRQVLder the opinions of students, 
colleagues, school leaders and also a self-evaluation of teachers about their own 
professional performance. It should also be associated with incentives, which 
should range from public acknowledgement to economic incentives. I argue that 
the recognition of an outstanding professional effort in any field should be 
associated with incentives, as a way to encourage the person to continue doing 
well or encourage colleagues to follow his or her example.  
 
In Chile, there is a lot of criticism of teachers which is mainly associated with the 
lack of vocation that, according to some sectors of the society, a high proportion 
of teachers demonstrate. As an ex-practitioner and having experienced many of 
the difficulties that teachers face, I argue that the genuine vocation of many 
teachers is affected by many factors that influence their motivation, such as the 
ones presented and discussed in this thesis, in relation to typical schools (see 
Chapter 7, section 7.4). Some of these factors are: the high vulnerability of 
VWXGHQWV WHDFKHUV¶ KHDY\ ZRUNORDG DQG LQVXIILFLHQW WLPH WR XQGHUWDNH WKHLU
professional duties; low levels of discipline; the high number of students per class; 
low expectations of students and their families; low motivation of students. In 
addition to these demotivating factors, even teachers who are committed to their 
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vocation might experience low motivation when their professional effort is not 
recognised. 
 
The Chilean Government has been gradually addressing this issue since the 
promulgation of the Teachers Statute in 1991, which established improvements in 
WHDFKHUV¶VDODULHVGHSHQGLQJRQWKHQXPEHURI\HDUVWHDFKLQJOHYHORISURIHVVLRQDO
update and the degree of difficulty of working in a specific social context. 
Moreover, in 1995 and 2000 some modifications were made to the Teachers 
Statute, giving teachers the opportunity to receive prizes for their individual 
professional performance or for the collective performance of the teachers in a 
specific school. In 2003, a modifiHG QDWLRQDO V\VWHP RI WHDFKHUV¶ HYDOXDWLRQ
which is also associated with incentives, was promulgated. Nevertheless, even 
considering what has been done in recent years, I believe that the conditions and 
incentives for teachers need constant restructuring and improvement, especially in 
WKH FDVH RI PRUH HIIHFWLYH WHDFKHUV 7HDFKHUV¶ VDODULHV KDYH EHHQ LPSURYHG LQ
recent years, but they are still far from the salaries that they should receive 
considering their workload and degree of responsibility. In addition, it is 
important that teachers are constantly offered opportunities to update their 
professional skills.  
 
Finally, it is important to state that schools that aim to be successful should not 
restrict their accountability practices to the evaluation of teachers or school 
departments. Two of the atypical schools, Araucaria and Rauli, undertake a 
follow-up process of their students. In this way, they analyse the effects of the 
school in the long term. They look at how the school has influenced the academic 
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or working choices of their students. The objective of this process is the constant 
revision of the school in all its aspects and the implementation of the necessary 
changes in the school strategic plan.  
 
The second main finding of this study is that in effective institutions, teachers 
demonstrate a particularly high level of professional commitment (see 
Chapter 7, section 7.1). In relation to this point, the recommendations for school 
leaders, private school owners, local educational authorities and policy makers are 
related to the implementation of better systems of teacher selection. In the public 
sector (Municipal Schools, see Chapter 2, section 2.2), for example, teachers are 
sent directly from the municipalities and due to other duties that a municipality 
has to address, frequently, there is not careful selection of staff. In addition to this, 
municipalities do not have enough information about the types of needs or 
requirements of specific subjects or classes.  
 
In relation to this previous point, I argue that schools should be given more 
autonomy to select their teachers because they know their own particular needs. In 
addition to this, it is important that teachers are gradually offered better conditions 
in Chile, especially in the municipal and private-subsidised sectors (see Chapter 2, 
VHFWLRQ+LVWRULFDOO\WHDFKHUV¶VDODULHVKDYHEHHQconsiderably lower than the 
salaries of other university graduates, even though their responsibilities and 
workload could be similar or heavier than the ones of other professionals. 
Therefore, it is important that education policy makers recognise that if the 
country wants better and more committed teachers, it is necessary to have higher 
LQYHVWPHQW LQ HGXFDWLRQ ZKLFK DOVR WDUJHWV WHDFKHUV¶ VDODULHV DV ZHOO DV PRUH
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professional development opportunities, as an effective way to encourage teachers 
to increase their level of motivation and commitment (Murillo, 2007).   
 
A third important finding of this study is that effective schools are frequently 
characterised by having proactive and encouraging leaders (see Chapter 7, 
section 7.1). In relation to this point, it is essential that leaders are carefully 
selected by local educational authorities. Being a school leader should not be a 
position almost exclusively assumed by people who have had a very long career 
in education or an impressive curriculum vitae. Whilst recognising that experience 
matters, as this research has demonstrated, younger educators should not be 
prevented from assuming leadership positions.  
 
This research has demonstrated that the most effective leaders are characterised 
by being able to assume challenges; being proactive; getting involved in 
improvement initiatives; encouraging teachers to get more involved and update 
their knowledge and demonstrating interest and their involvement in teachers and 
student issues. These characteristics should be present and desired in those aiming 
to assume a leadership position and, in my view; they should be given more 
LPSRUWDQFH WKDQ WKH QXPEHU RI \HDUV¶ H[SHULHQFH a candidate possesses. This 
particular research can contribute only in a modest way by giving insights about 
characteristics of effective leaders because it is not a study exclusively focused on 
leadership. However, the findings of this research complemented with the findings 
of more specialised studies on leadership (Weinstein et al., 2011; Muñoz & 
Marfán, 2011) can give valuable knowledge to Chilean educational authorities 
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and policy makers to bear in mind when defining the type of individual that the 
country is seeking to lead its schools.  
 
A fourth main finding of this study states that effective schools are frequently 
characterised by having a positive school climate (see Chapter 7, section 7.1).  
In relation to this insight, my recommendation for school leaders and practitioners 
is to create and promote a positive atmosphere in their schools in that they try to 
avoid tension and resolve disagreement. A harmonious climate characterised by 
UHVSHFW ZLOO IDFLOLWDWH LQWHUDFWLRQ DQG ZLOO LQFUHDVH WHDFKHUV¶ DQG VWXGHQWV¶
motivation to work. In terms of school climate, it is also important that the level 
of discipline of a school is acceptable. Students need to learn in a quiet 
atmosphere; hence positive behaviour in the classrooms is essential. Therefore, it 
LV LPSRUWDQW WKDW WKH VFKRROV KDYH FOHDU UXOHV DQG VDQFWLRQV IRU VWXGHQWV¶
misbehaviour. In relation to this point, it is important to mention that in recent 
\HDUV LW KDV EHFRPH D UHTXLUHPHQW IRU VFKRROV LQ &KLOH WR KDYH D µ&RGH RI
EHKDYLRXU¶65 7KLV GRFXPHQW KDV WR GHVFULEH VWXGHQWV¶ ULJKWV VWXGHQWV¶
responsibilities and sanctions for student misbehaviour. It is essential that the 
rules described in this code are respected and sanctions are applied. However, this 
does not mean that the school should be a very oppressive place where students 
are being constantly repressed.  
 
A school is a place where students not only acquire knowledge, but also learn how 
to behave socially and respect others. Considering that they are adolescents who 
are shaping their social behaviour, certain flexibility and tolerance is expected, as 
                                                          
65
 µ5HJODPHQWRGH&RQYLYHQFLD(VFRODU¶5HJXODWLRQVIRU&RQJHQLDO5HODWLRQVKLSVLQWKH6FKRRO 
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indicated by the headteacher of one of the atypical schools (see Chapter 5, 
Avellano School portrait). However, it is also necessary that schools have an 
acceptable level of discipline and that its level of flexibility is limited because the 
evidence from this research demonstrated that the low level of discipline in both 
typical schools affected their effectiveness. In Lenga School, for example, 
students indicated that discipline sometimes tended to be very flexible and they 
expressed criticism of this (see Chapter 5, Lenga School portrait). Summarising 
this point, I argue that having clear rules and sanctions in a school is essential 
because discipline is a very important element that impacts positively on student 
learning and promotes the development of more positive student self-esteem, due 
to the respect that characterise relationships in an orderly environment. 
Practitioners, school leaders and policy makers should be very aware of this, 
especially when we are constantly witnessing how psychological and even 
physical violence is becoming almost the norm in our schools.  
 
Serious cases of bullying and harassment have been taking place in schools in 
recent years and teachers have dramatically lost authority in schools. In this 
scenario, some effective measures to stop such situations are essential. Chilean 
educational policy makers seem to have understood this message and recently, in 
2011, a law that prohibits bullying in schools was promulgated. This law obligates 
schools to assume serious responsibilities to stop the anti-social behaviour of 
students in schools. Therefore, it is imperative that school leaders implement 
measures to improve the levels of discipline in their schools, in order to avoid 
serious situations that might involve a sanction for the school. In addition to this, 
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it is recommended that schools work with students, parents and teachers in the 
prevention of these types of behaviours.  
 
A fifth finding of this research states that in effective schools, school 
stakeholders have high expectations of students (see Chapter 7, section 7.1). 
Considering this, I would recommend that practitioners make it one of their 
priorities to µJLYH DQ RSSRUWXQLW\¶ WR VWXGHQWV ZKRVH FRQWextual circumstances 
make it difficult for them to aspire to a bright educational or professional future. 
Adverse conditions should not be a barrier for human development and teachers 
have to be conscious of this and believe that their students are able to change their 
FLUFXPVWDQFHV DV /HYLQ  S VXJJHVWV ³:H VKRXOG QHYHU JLYH XS RXU
HIIRUWV DW LPSURYLQJ RXWFRPHV IRU VWXGHQWV QR PDWWHU ZKDW WKH FRQWH[W´ 7KLV
particular study has demonstrated that an important number of teachers from 
typical schools do not believe that their students are able to succeed because of the 
contextual conditions they face (see Chapter 7, section 7.4). Unfortunately, this 
pessimistic view does not help students because they perceive that some of their 
teachers and also their families do not believe in their capacity to succeed, and 
hence their motivation is adversely affected. As indicated by the headteacher of 
/HQJD6FKRROLQUHODWLRQWRµWKHORZH[SHFWDWLRQVRIVWXGHQWV¶³LWLVLPSHUDWLYHWR
change this pessimistic viHZ´ (Chapter 5, Lenga School portrait). 
 
7KHSUREOHPRIUDLVLQJWHDFKHUVDQGSDUHQWV¶H[SHFWDWLRQVRIVWXGHQWVLVFRPSOH[
because it has to do with a change of mentality. Moreover, it is a not a problem 
restricted to the educational field. It involves society in general because it 
concerns social opportunities and equity. In a country where higher education is 
338 
 
expensive (see Chapter 2, section 2.4), many students assume that they will not 
have the resources to continue their studies in the future, so they do not see the 
point of making an effort in school. In addition to this, many of them face family 
problems or problems of adaptation associated with the marginal social contexts 
where they live, which are commonly characterised by delinquency, teenage 
pregnancy, alcohol and drug abuse. Therefore, raising expectations is not only a 
responsibility of school leaders, practitioners or families. It is an issue that has to 
be addressed by the Government, using strategies to improve conditions and 
opportunities for young people living in more vulnerable contexts. In relation to 
this point, Levin (2006) argued that schools are not the only place where changes 
have to occur. In his view, in vulnerable communities, sometimes it is even more 
important to change some contextual non-school issues.  
 
A good measure which could be taken WR UDLVH VWXGHQWV¶ H[SHFWDWLRQV DQG
aspirations is to improve the benefits for students who want to continue in higher 
education and who come from socio-economically disadvantaged backgrounds. It 
LVWUXHWKDWLQWKHODVWIHZ\HDUVGXHWRDQXPEHURIVWXGHQWV¶GHPRQVWUDWLRQVDQG
the considerable organisation of initiatives on the part of students to negotiate 
more benefits and to modify the laws that privatised education in Chile (see 
Chapter 2, section 2.5), significant results have been achieved. The investment in 
education has grown and more poor students have benefited from scholarships to 
fund their studies. Nonetheless, it is important to continue making efforts to 
achieve a more equitable access to higher education because the evidence 
demonstrate that this aspect of the Chilean educational system presents evident 
inequalities (Matear, 2006; OECD & World Bank, 2009) 
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Additionally, schools which have a significant student intake from vulnerable 
backgrounds should receive additional support from the Government. In fact, in 
the last two decades there have been great efforts focused on the improvement of 
the educational results of the most vulnerable schools in Chile (P900 Project, 
JUNAEB Scholarships; Preferential Subvention Project). Nevertheless, there is 
still a lot of to do, in order to improve the equity of opportunities for students 
from the most disadvantaged sectors. In Chile social inequalities are very 
significant and it is imperative to continue improving the benefits and investment 
in education.  
 
8.3 Contribution to knowledge 
 
This work is an original contribution to the development of school effectiveness 
research (SER) in Chile. This is not the first study in the area which focuses on 
the effectiveness of secondary schools, but it is one of the few focusing on the 
effectiveness of secondary schools in disadvantaged contexts. For example, Zárate 
(1992) conducted research in secondary schools to identify factors related to 
successful school practices. However, his research did not focus on vulnerable 
schools and he only considered the testimonies of the headteachers of effective 
schools in his study. In my particular case, I have used data from headteachers, 
teachers, parents and students. Therefore, this research could be considered a 
comprehensive approximation to the study of school factors that contribute to the 
effectiveness of a group of secondary schools with disadvantaged student 
populations.  
In Chile, the majority of effectiveness studies of schools in challenging contexts 
have looked at the effectiveness of primary schools (Bellei et al., 2004; Raczynski 
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& Muñoz, 2004; Henríquez et al., 2009). Taking this fact into account, this study 
could be considered a real contribution for the understanding of the school 
processes that enhance the effectiveness of secondary schools in challenging 
contexts. The fact that this research has focused on schools with socially 
disadvantaged student populations is contributing to the generation of evidence 
about the educational processes that really work in more challenging contexts, 
which is very relevant for the Chilean context.  Research evidence from Chile has 
informed us of the big differences in school effects between low-income and high-
income students (McEwan & Carnoy, 2000; Bellei, 2001; Hsieh & Urquiola, 
2006; Carnoy, 2007; OECD, 2002 and 2007). For that reason, educational 
research with a special emphasis on disadvantaged student populations is a 
priority.  
 
Another contribution of this research is the fact that it evaluates the effectiveness 
of vocational secondary schools. The inclusion of solely vocational schools in the 
sample was completely coincidental (the typical school Quillay is the only one 
which also provides an academic route). However, it is relevant to have evidence 
about the working systems of schools that aim to prepare students for working life 
and to know to what extent they are different from schools that only have an 
academic pathway.   
 
Additionally, it has emerged from this study that the two schools administered by 
a corporation are characterised by school processes that are particularly effective 
and strongly focused on academic success. Considering this finding, it is possible 
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to indicate that this study provides some evidence about the way in which schools 
ZLWKDQµDW\SLFDO¶W\SHRIDGPLQLVWUDWLRQZRUN  
 
As discussed in Chapter 2 (see section 2.5), the education reforms that took place 
in Chile during the 1980s,  as a consequence of neoliberal policies promoted by 
the military government, changed the structure of the school system. Until that 
time, the majority of schools were administered and funded by the state. Under 
the privatisation and decentralisation reforms (see Chapter 2, section 2.5) three 
main types of schools were created: municipal, private-subsidised schools and 
private-paid schools. The administration of state schools was decentralised and 
given to municipal governments who started to fund the schools with municipal 
budgets. Private-subsidised schools have a private administration and are funded 
by government subsidy and parental contributions and private-paid schools have a 
private administration and are funded with parental contributions. Corporation 
schools can be considered a special type of institutions with a very similar type of 
administration to the private-subsidised schools. These schools are administered 
by corporations, but are mainly funded by the government. As indicated in 
Chapter 7 (section 7.2), the privatisation and  decentralisation reforms that took 
place in the 1980s also intervened in the vocational schools system and the 
administration of a number of vocational schools was transferred from the state to 
non-profit educational corporations that represented different sectors of the 
Chilean industry. The main idea was that educators and representatives of the 
main productive sectors work in collaboration to adapt the vocational curriculum 
to the needs of industry and improve the quality of the educational programmes 
offered by vocational schools. 
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The privatisation of schools, decentralisation of school system or rise in the 
number of independent state schools with more focalised types of administration 
is not an isolated phenomenon of a country such as Chile, but an increasing 
international tendency present in many educational systems around the world. 
Some examples are the µVFKRRODFDGHPLHV¶DQGµIUHHVFKRROV¶in (QJODQGµFharter 
schools¶ in America, New Zealand and Alberta (Canada); free schools with 
voucher funding systems in Sweden, etc. Similar to Chile, all these types of 
schools receive public funding, but they also receive additional funding and 
contributions. These schools may be administered by charities, corporations, 
sponsors, businesses, parents, teachers, etc. The main reason for the proliferation 
of these types of institutions is that they seem to achieve better results than 
schools with more centralised administrations. In England, for example, many 
schools that were failing were transformed into academics and they have 
demonstrated a gradual improvement (e.g. levels of attainment at GCSE). 
Academies enjoy many of the freedoms of private schools in terms innovation and 
curriculum, but they are still socially comprehensive. In general, these schools 
have introduced new managerial styles and intervention strategies that seem to 
improve their effectiveness. However, it is important to have more evidence about 
the type of administration of these institutions in order to make substantial claims 
about their real effectiveness. It is also important to take into account in the 
analysis of these schools to what extent this type of school administration may be 
affecting the equality of the educational systems.  
 
This research has contributed to providing some evidence about the administrative 
strategies used by a corporation in Chile that positively influence the educational 
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processes of vocational schools. Particularly, some practices that demonstrate a 
focus on success, such as strategic planning make a difference between these 
schools and other vocational institutions run by the government (see Chapter 7, 
section 7.1). In Chile only a low percentage of vocational schools are 
administered by corporations (12% in 2009), thus this sort of administration is not 
very common. This particular research has only given evidence about one 
particular corporation, so it is not possible to claim that schools run by 
corporations tend to be characterised by more effective working systems. 
Nevertheless, this research has given initial insights that could be complemented 
ZLWK PRUH UHVHDUFK DERXW FRUSRUDWLRQ VFKRROV¶ PDQDJHPHQW VWUDWHJLHV in 
international and national contexts.  
 
It is important to state that the contribution of this work is particularly 
illuminating and relevant for the Chilean educational context. In addition, this 
study could be also useful for other Latin American countries and for other 
developing societies that share some common contextual characteristics with 
Chile. The school processes taking place in these contexts are not necessarily 
similar to the ones happening in developed societies. Even considering the fact 
WKDW WKLV UHVHDUFK KDV IRXQG VLPLODU µNH\ IDFWRUV¶ WR WKH RQHV KLJKOLJKWHG E\ WKH
mainstream literature in the school effectiveness field, characteristics of schools 
can only be explained by an understanding of the particular contexts. This thesis 
contributes by giving evidence and recommendations to practitioners and policy 
makers about the specific factors that it is necessary to enhance in order to 
improve schools with similar characteristics. However, these recommendations 
can be only implemented if certain contextual characteristics are taken into 
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account and certain conditions are given (e.g. better conditions for teachers, less 
students per classroom, more material and human resources and higher investment 
in education). The recipes or prescriptions from the research conducted in 
developed countries will not necessarily give solutions to improve the educational 
system in developing countries as Harber & Davies (1998) and Murillo (2007) 
have suggested.  Additionally, this study should be also regarded as a reference 
for international researchers working in school effectiveness and conducting 
comparative studies of different educational systems. 
 
Finally, this study can also be considered to provide a contribution on 
methodological grounds because it evaluates the effectiveness of these institutions 
using a mixed methods design, in which I have used some strategies of data 
transformation (qualitizing and quantitizing strategies) and data integration. The 
use of these techniques is not new, but it has not been used extensively in the 
school effectiveness field. In fact, SER is an area which has been traditionally 
characterised by the use of quantitative methods. Only in recent years, has it 
incorporated the use of mixed methodologies. In addition to this, this could be 
considered a new and innovative methodological approach for educational 
research in Chile, where the use of mixed methods has been very limited. This 
study is an example of the use and integration of diverse sources of information to 
conduct six school case studies. The quantitative element used was the 
questionnaire-survey whose results were combined with the qualitative results of 
the focus groups and interviews and integrated in the school portraits presented. 
Both qualitative and quantitative elements were also integrated and presented in 
analytical tables in Chapter 6.  
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8.4 Limitations of the study 
 
In relation to the limitations of this study, I believe that the problem of 
µJHQHUDOLVDWLRQ¶LVRQHRIWKHP$VWXG\ZKLFKKDVLQFOXGHGRQO\VL[VFKRROVLQWKH
evaluation of school effectiveness factors does not attempt to be a faithful 
representation or account of the educational reality in Chile. Therefore, the 
possibilities of generalisation are reduced. Nevertheless, it is possible to make 
some moderate generalisations of the findings, especially in the case of similar 
schools. For example, I can make moderate generalisations in the context of 
Chilean secondary schools which have a significant student intake from 
disadvantaged backgrounds.  
 
It is evident that there are more possibilities of generalisation in studies which 
include a bigger number of schools as a sample, as is usual in school effectiveness 
studies that are purely quantitative or use a mixed methodology with an emphasis 
on the quantitative element of analysis. In this particular research, I have 
employed case studies, which means a more in depth exploration of each school. 
Therefore, the use of a bigger sample of schools was not appropriate, due to time 
restrictions and the fact that I was acting as a lone researcher. School effectiveness 
studies that intend to make more generalisations usually have large samples, 
employ more sophisticated statistical techniques and are conducted by a team of 
researchers. 
 
I consider that another limitation of this study is the lack of a theoretical model or 
framework that can support my research findings. In fact, a criticism that has been 
frequently made of the school effectiveness field is its lack of theorisation (see 
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Chapter 3, section 3.10). I did not find any particular theory that could help me to 
make more sense of my research. Moreover, in most of the school effectiveness 
research literature consulted, I did not find enough evidence of theories employed 
in the area. From the scarce evidence found (Scheerens & Bosker, 1997; Creemers 
et al., 2000) there were not clear explanations of the application of these theories 
to school effectiveness research (Contingency, Compensatory and Chaos 
Theories). These theories were presented in a very conceptual manner, but with no 
illustration of the real use in school research. Moreover, some of the vague links 
that were made by the authors to school effectiveness research, especially in the 
case of Contingency Theory, referred to the similar logic of this theoretical 
approach with the multi-level school effectiveness models. In this research, I did 
not test any of the school effectiveness models available due to the unsuitability of 
my research objectives, samples size, data and analysis procedures with these 
models. This particular point is explained in Chapter 3, section 3.6. Nevertheless, 
I have used some of the elements of these models in the discussion of my 
findings, where I also included evidence from my literature review to support my 
findings.  
 
8.5 Recommendations for further research  
 
The results of the present study have made me aware of the necessity of 
conducting studies that can use these findings in the design of school 
improvement projects, especially in the Chilean context. This research informs 
and provides a reflection upon the factors influencing the greater or lesser 
effectiveness of schools characterised by a vulnerable school intake. However, it 
does not provide solutions, work strategies or plans to encourage the development 
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of those factors in schools. Therefore, further research should be focused on using 
these particular findings and complement them with findings from other studies to 
create school improvement initiatives that can change schools and make them 
more successful.  
 
For educational researchers, especially from countries that do not have a vast 
tradition of educational effectiveness research and who intend to continue 
focusing on the study of school effects, teacher effects or effective school 
processes, I would recommend the use of bigger samples of schools. In this way, 
they would have more opportunities of generalisation and consequently a bigger 
impact with their research, especially in their local educational contexts. In 
addition to this, I think that a good initiative for further research in school 
effectiveness, especially in the Chilean context or in other developing countries, 
ZRXOG EH WR DQDO\VH VWXGHQWV¶ HGXFDWLRQDO WUDMHFWRULHV ,Q this way, it would be 
SRVVLEOH WR DVVHVV KRZ D SDUWLFXODU VFKRRO LQIOXHQFHV VWXGHQWV¶ HGXFDWLRQDO
outcomes during the years they spend in that particular school. For those 
purposes, it would be necessary to have longitudinal attainment data. 
Furthermore, as has been noted by Thomas et al. (2012), it is important to conduct 
research that improves the way we analyse the results of the standardised 
examination SIMCE. It is necessary to start using value added data and contrast 
VWXGHQWV¶UHVXOWVRIRQH\HDUZLWKSUHYLRXV\HDUV¶UHVXOWVDQGXVHFRQWH[WXDOGDWD
to adjust those results. A forthcoming study of Muñoz-Chereau will contribute to 
this objective, but more research of this type is certainly needed.   
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This particular study has not generated models that might help to explain the 
school processes that characterised the types of schools that were addressed with 
this research. Probably, this was a consequence of the small number of schools 
analysed which, in my view, is insufficient to establish school typologies. 
Nevertheless, the findings of this study in combination with the findings of other 
similar studies could be used to formulate some further elaborations of models or 
explanatory frameworks that might help to categorise secondary schools in 
challenging circumstances in Chile. Personally, I would be keen to expand this 
research with the development of these frameworks.  
 
Some of the key dimensions identified in this research that should be considered 
in the elaborations of these models are: µmacro contextual factors¶ (education 
authorities, education administrators, human and material resources); µstudents 
contextual factors¶ (socio-economic and cultural backgrounds, family composition 
and characterisation, expectations and motivation); µschool processes¶ (leadership, 
VWDNHKROGHUV¶ interactions, teaching and learning processes, curricular 
expectations, discipline); µschool outcomes¶ (school based assessment, external 
assessment, participation in tertiary education, future life choices). Many of these 
factors interact with each other in a reciprocal way, especially in the case of 
µVchool processes¶ 
 
The type of explanatory frameworks that could be elaborated in further research 
would have a similar dynamics to the educational effectiveness models that have 
been developed in the last two decades (Creemers, 1994, Creemers & Kyriakides, 
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2008). These models consider different levels in the educational systems and 
different types of interactions between these levels.  
 
In relation to the previous recommendations, it is pertinent to emphasise that they 
are especially targeting the Chilean context or other developing countries because 
I am aware that this type of research has been done for many years in some 
developed countries (i.e. America, United Kingdom, Netherlands, and Australia).  
 
Finally, it is important to mention that my research findings have emphasised the 
µWHDFKHU¶VUROH¶DVRQHRIWKHPRVWLPSRUWDQWSLHFHVRIWKHµHIIHFWLYHQHVVSX]]OH¶
Therefore, I believe that more research is needed concerning the teacher-pupil 
UHODWLRQVKLSDQGWKHHIIHFWRIWKLVUHODWLRQVKLSRQVWXGHQWV¶HGXFDWLRQDORXWFRPHV
with special attention to the classroom interactions and the effect of this on the 
teaching and learning processes. In addition to this, it would also be very 
LQWHUHVWLQJ WR LQYHVWLJDWH WKH OLQNVEHWZHHQ WHDFKHUV¶ OLYHVDQG WKHLUSURIHVVLRQDO
effectiveness, as has been done in the UK by Day et al. (2007).  This thesis has 
demonstrated that many contextual conditions can affect the professional vocation 
and commitment of teachers and consequently their effectiveness. For this reason, 
UHVHDUFKORRNLQJDWWKHFRQQHFWLRQVEHWZHHQWHDFKHUV¶OLYHVDQGWKHLUHIIHFWLYHQHVV
would be very interesting and useful in the particular context of Chile.  
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8.6 Final words 
 
More than four years ago, when I was thinking about my PhD proposal topic, the 
only thing that was clear for me was that I wanted to do research in the 
educational area, mainly motivated by my academic background in education and 
my personal interests. Nonetheless, I was not sure about which specific area to 
explore. During my process of introspection and reflection, some main interests 
emerged clearly in my mind. Those were educational quality, educational equity, 
educational opportunities for the most disadvantaged groups and resilience in 
education. When I was trying to make a decision, I remembered one module that I 
FRPSOHWHG ZKHQ , ZDV GRLQJ P\ 0DVWHU¶V LQ (GXFDWLRQ ZKLFK ZDV FDOOHG µ7KH
(IIHFWLYH6FKRRO¶,UHDOLVHGWKDWLQWKDWPRGXOH,KDGVWXGLHGPDny of the topics 
that I was interested in by exploring the main trends of the educational 
effectiveness field. I discovered that this particular research area brings together 
topics such as educational quality and equity in education; therefore it presented 
itself as an interesting and attractive area to research. In addition to that, this field 
provided an opportunity to investigate an area of pragmatic interest for an 
educational researcher from a developing country, considering that educational 
effectiveness is an essential area for the development of a country. Taking into 
account all these elements, I decided that an exploration of effective schools in 
disadvantaged contexts was what I wanted to do.  
 
Today, after having reached the end of my PhD journey, I can say that I feel proud 
of this great achievement. I look back and realise that what started as a research 
proposal has become a thesis that will contribute to the development of school 
effectiveness research in the Chilean educational scene, but also with many 
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possibilities to be used as a reference in international educational research, 
especially in developing countries.  
 
This research journey has not been easy, and on my way I have found many 
obstacles. However, after having overcome all those difficulties that made me feel 
unfocused and insecure many times, I can happily say now that this experience 
has been worthy in every sense. Sometimes, the most difficult things are the ones 
we value more and I am convinced that my effort will reap many rewards. This 
PhD has been a personal growing and learning experience and I am sure it will be 
a valuable contribution for educational research in Chile, particularly in the school 
effectiveness field.  
  
352 
 
/LVWRI5HIHUHQFHV 
 
Aitkin, M. & Longford, N. (1986) Statistical Modeling Issues in School 
Effectiveness Studies. Journal of the Royal Statistical Society, Series A, 149 (1), 
pp. 1-43.  
 
Arancibia, V. & Álvarez, M.I. (1991). Modelo de Variables del Profesor y su 
Impacto en Rendimiento Escolar y Autoconcepto Académico. Fondecyt Project No 
880405. Santiago de Chile, Pontifical Catholic University of Chile. 
 
Arancibia, V.,  Bralic, S. & Strasser, K. (2000) Diseño, Implementación y 
Evaluación de un Modelo de Desarrollo de Efectividad Escolar. Fondecyt Project 
No 1980590, Santiago de Chile.  
 
Arango, A. (2008 7KH )DLOLQJV RI &KLOH¶V (GXFDWLRQ 6\VWHP ,QVWLWXWLRQDOL]HG
Inequality and a Preference for the Affluent. Council on Hemispheric Affairs 
(COHA) [Internet]. Available from:<http://www.coha.org/the-failings-of-
chile%e2%80%99s-education-system>[Accessed 18 August, 2008]  
 
Armor, D., Conry-Oseguera, P., Cox, M., King, N., McDonnell, L., Pascal, A., 
Pauly, E. & Zellman, G. (1976) Analysis of the School Preferred Reading 
Program in Selected Los Angeles Minority Schools. Santa Monica, CA, The Rand 
Corporation.  
 
Ávalos, B. (2007) School Improvement in Latin America: Innovations Over 25 
Years (1980-2006). In: Townsend, T. (ed.) (2007) The International Handbook of 
School Effectiveness and Improvement. Dordrecht, The Netherlands, Springer, pp. 
183-201.  
 
Barber, M. (1995) Shedding Light on the Dark Side of the Moon. Times 
Educational Supplement, 12th May, pp. 3-4.  
 
353 
 
Barbosa, M.E.F. & Fernandes, C. (2001) A Escola Brasileira Faz Diferenca? Uma 
Investigacao dos Efeitos da Escola na Proficiencia em Matematica dos Alunos da 
4ª serie. In: Franco, C. (ed.) Promocao, Ciclos e Avalicao Educacional. Porto 
Alegre, ArtMed.  
 
Bassey, M. (2003) Case Study Research. In: Swann, J. & Pratt, J. (eds.) (2003) 
Educational Research in Practice: London, Continuum, pp. 111-123. 
 
Bazeley, P. (2009) Integrating Data Analyses in Mixed Methods Research. 
Journal of Mixed Methods Research, 3 (3), pp. 203-207. 
 
Bellei, C. (2001) ¿Ha Tenido Impacto la Reforma Educacional Chilena? Santiago 
de Chile, Ministry of Education. Proyecto Alcance y Resultados de la Reformas 
Educativas en Argentina, Chile y Uruguay.  
 
Bellei, C., Muñoz, G., Pérez, L.M. & Raczynski, D. (2004). ¿Quién Dijo Que No 
Se Puede? Escuelas Efectivas en Sectores de Pobreza. Santiago de Chile, 
UNICEF.  
 
Benveniste, G. (1987) The Design of School Accountability Systems. Paper 
presented at the Washington Conference on Educational Indicators.  
 
Bogdan, R. & Biklen, S. (1982) Qualitative Research for Education. Boston, 
Allyn & Bacon.  
 
British Educational Research Association, BERA (2004) Revised Ethical 
Guidelines for Educational Research. [Internet] Available from: 
<http://www.bera.ac.uk/files/guidelines/ ethica1.pdf> [Accessed 2008, June 2011] 
 
Brookover, W. B., Beady, C., Flood, P., Schweitzer, J. & Wisenbaker, J. (1979) 
Schools, Social Systems and Student Achievement: Schools can Make a 
Difference. New York, Praeger.  
354 
 
Brookover, W. B., Schweitzer, J. G., Schneider, J. M., Beady, C. H., Flood, P. K. 
& Wisenbaker, J. M. (1978) Elementary School Social Climate and School 
Achievement. American Education Research Journal, 15, pp. 301-318. 
 
Brown, S., Duffield, J. & Riddell, S. (1995) School Effectiveness Research: The 
Policymakers Tool for School Improvement? European Educational Research 
Association Bulletin, 1 (1), pp. 6-15.  
 
Brown, S., Riddell, S. & Duffield, J. (1996) Possibilities and Problems of Small -
Scale Studies to Unpack the Findings of Large Scale-Studies of School 
Effectiveness. In: Gray, J., Reynolds, D., Fitz-Gibbon, C. & Jesson, D. (eds.) 
Merging Traditions: The Future of Research on School Effectiveness and School 
Improvement. London, Cassell, pp. 93-120.  
 
Brunner, J.J. (2005) Factores que Inciden en una Educación Efectiva: Evidencia 
Internacional. Revista Virtual La Educación, Año 48-49, No 139-140, OEA.  
 
Bryman, A. (2004) Social Research Methods, 2nd edition. Oxford, Oxford 
University Press. 
 
Cardemil et al. (1994) Los Talleres de Aprendizaje. Evaluación de lo no Formal 
en el Programa de las 900 Escuelas. In: Gajardo, M. (ed.) Cooperación 
Internacional y Desarrollo de la Educación. Santiago de Chile, AGCI.  
 
Carnoy, M. (1998) National Voucher Plans in Chile and Sweden: Did 
Privatization Reforms Make for Better Education? Comparative Education 
Review, 42 (3) pp.309-337.  
 
Carnoy, M. (2007) Improving Quality and Equity in Latin American Education: A 
Realistic Assessment. La Mejora de la Calidad Educativa: Una Evaluación 
Realista. Revista Pensamiento Educativo, 40 (1), pp. 103-130.  
 
Carroll, J.B. (1963) A Model of School Learning. Teachers College Record, 64 
(8), pp. 723-733. 
355 
 
Carlson, B. (2000a) Achieving Educational Quality: What Schools Teach us. 
/HDUQLQJ IURP &KLOH¶V 3 3ULPDU\ 6FKRROV Serie Desarrollo Productivo, No 
64. Santiago de Chile, CEPAL.  
 
Carlson, B. (2000b) ¿Qué Nos Enseñan las Escuelas sobre la Educación de los 
Niños Pobres de Chile? Revista de la CEPAL, 72, pp. 165-184. 
 
Chapman, C. (2012) School Improvement Research and Practice: A Case of Back 
to the Future. In: Chapman C., Armstrong, P., Harris, A., Muijs, D., Reynolds, D. 
& Sammons, P. (eds.) School Effectiveness and Improvement Research, Policy 
and Practice: Challenging the Orthodoxy? London/New York, Routledge.  
 
Chapman C., Armstrong, P., Harris, A., Muijs, D., Reynolds, D. & Sammons, P. 
(eds.) (2012) School Effectiveness and Improvement Research, Policy and 
Practice: Challenging the Orthodoxy? London/New York, Routledge.  
 
Cohen, L., Manion, L. & Morrison, K. (2000) Research Methods in Education, 5th 
edition. London, RoutledgeFalmer.  
 
Coleman, J. S., Campbell, E., Hobson, C., McPartland, J., Mood, A., Weinfeld, R. 
& York, R. (1966) Equality of Educational Opportunity. Washington, DC, 
Government Printing Office.  
 
Concha, C. (1996). Escuelas Efectivas en Chile: Estudio de 32 Escuelas Exitosas 
en Logros Académicos y de Alta Vulnerabilidad. Unpublished Doctoral Thesis, 
Santiago de Chile, Pontifical Catholic University of Chile.  
 
Cotton, K. (1995) Effective School Practices: A Research Synthesis (1995 
Update). Portland, Oregon, Northwest Regional Educational Laboratory.  
 
&R[&3ROLFLHV¶DQG6RFLHW\¶V,PSDFWRQ9RFDWLRQDO(GXFDWLRQ3DWWHUQV
of Reform in Chile in the Last Quarter Century. In: Technical and Vocational 
Skills Development. Network for Policy Research Review and Advice on 
Education and Training (NORRAG), 38, Special Issue, pp. 59-60. 
356 
 
Creemers, B. P. M. (1994). The Effective Classroom. London, Cassell. 
 
Creemers, B. P. M. (2002) From School Effectiveness and School Improvement 
to Effective School Improvement: Background, Theoretical Analysis, and Outline 
of the Empirical Study. Educational Research and Evaluation, 8 (4) pp. 343-362. 
 
Creemers, B. P. M. & Kyriakides, L. (2008) The Dynamics of Educational 
Effectiveness: A Contribution to Policy, Practice and Theory in Contemporary 
Schools. London, Routledge.   
 
Creemers, B. P. M., Scheerens, J. & Reynolds, D. (2000) Theory Development in 
School Effectiveness Research. In: Teddlie C. & Reynolds, D. (2000) The 
International Handbook of School Effectiveness Research. London, Falmer Press. 
pp. 283-298. 
 
Creswell, J. W. (2009) Research Design: Qualitative, Quantitative and Mixed 
Methods Approaches, 3rd edition. Thousand Oaks, CA, Sage.  
 
Creswell, J. W. & Plano Clark, V. (2007) Designing and Conducting Mixed 
Methods Research. Thousand Oaks, CA, Sage.  
 
Crotty, M. (1998) The Foundation of Social Research Meaning and Perspective in 
the Research Process. London, Sage. 
 
Daly, P. (1991) How Large are Secondary School Effects in Northern Ireland? 
School Effectiveness and School Improvement, 2 (4), pp. 305-323.  
 
Day, C., Sammons, P. & Gu, Q. (2008) Combining Qualitative and Quantitative 
0HWKRGRORJLHV LQ 5HVHDUFK RQ 7HDFKHUV¶ /LYHV :RUN DQG (IIHFWLYHQHVV )URP
Integration to Synergy. Educational Researcher, 37 (6) pp. 330-342. 
 
Day, C., Sammons, P., Kington, A., Gu, Q. & Stobart, G.  (2006) Methodological 
Synergy in a National Project: The VITAE Story. Evaluation and Research in 
Education, 19 (2), pp. 1-24. 
357 
 
Day, C., Sammons, P., Stobart, G., Kington, A. & Gu, Q. (2007) Teachers Matter. 
Milton Keynes, Open University Press.  
 
De Fraine, B., Van Landegem, G., Van Damme, J. & Onghena, P. (2005) An 
Analysis of Well-Being in Secondary Schools with Multilevel Growth Curve 
Models and Multilevel Multivariate Models. Quality & Quantity, 39, pp. 297-316. 
 
 De Fraine, B., Van Damme, J. & Onghena, P. (2007) A Longitudinal Analysis of 
Gender Differences in Academic Self-Concept and Language Achievement: A 
Multivariate Multilevel Latent Growth Approach. Contemporary Educational 
Psychology, 32 (1), pp. 132-150. 
 
Denscombe, M. (2010) The Good Research Guide: For Small-Scale Social 
Research Projects, 4th edition. Maidenhead, Open University Press.  
 
Department of Education and Science (1983) School Standards and Spending: 
Statistical Analysis, London, DES.  
 
Department of Education and Science (1984) School Standards and Spending: 
Statistical Analysis: A Further Appreciation, London, DES.  
 
Edmonds, R. (1979). Effective Schools for the Urban Poor. Educational 
Leadership, 37, pp.15-24.  
 
Edwards, V., Calvo, C., Cerda, A. M., Gómez, M. V. & Inostroza, G. (1994) El 
Liceo por Dentro: Estudio sobre Prácticas de Trabajo en la Educación Media. 
Santiago de Chile, Ministry of Education.  
 
Elliot, J. (1996) School Effectiveness Research and its Critics: Alternative Visions 
of Schooling. Cambridge Journal of Education, 26 (2), pp. 199-224.  
 
Espínola, V., Almarza, O. & Cárcamo, M. E. (1994) Manual para una Escuela 
Eficaz. Guía de Perfeccionamiento para Directores y Profesores. Santiago de 
Chile, Zig-Zag.  
358 
 
Espínola, V & Martínez, R. (1996) Importancia Relativa de algunos Factores de 
Rendimiento Educativo. Consulta a Expertos, Santiago de Chile, CEPAL.  
 
Ezpeleta, J. & Weiss, E. (2000) Cambiar la Escuela Rural. Evaluación del 
Programa para Abatir el Rezago Educativo0H[LFR,31¶6&HQWHUIRU5HVHDUFK
and Higher Studies.  
 
Fernández, T. & Blanco, E. (2004) Cuanto Importa la Escuela? El Caso de 
México en el Contexto de América Latina. Revista Electrónica Iberoamericana 
sobre Calidad, Eficacia y Cambio en Educación, 2 (1), pp. 197-223.   
 
Ferrao, M. E., Beltrao, K., & Fernandes, C. (2003) Aprendendo sobre a Escola 
Eficaz-Evidencias do SAEB-99. Brasilia, INEP/MEC.  
 
Filp, J. (1994) Todos los Niños Aprenden. Evaluaciones del P-900. In: Gajardo, 
M. (ed.) Cooperación Internacional y Desarrollo de la Educación, Santiago de 
Chile, AGCI.  
 
Fitz-Gibbon, C. T (1985) A-Levels Results in Comprehensive Schools: The 
Combse Project, Year 1. Oxford Review of Education. 11 (1) pp. 43-58.  
 
Fitz-Gibbon, C. T. (1991) Multi-Level Modeling in an Indicator System. In: 
Raudenbush, S. W. & Willms, J. D. (eds.) Schools, Classrooms, and Pupils: 
International Studies of Schooling from a Multilevel Perspective. San Diego, 
Academic Press, pp. 67-84. 
 
Fitz-Gibbon, C.T. (1992) School Effects at A-Level- Genesis of an Information 
System. In: Reynolds, D. & Cuttance, P. (eds.) School Effectiveness: Research, 
Policy and Practice. London, Cassell.  
 
Fitz-Gibbon, C. T. & Tymms, P. B. (1996) The Value Added National Project: 
First Report. London, School Curriculum and Assessment Authority.  
 
359 
 
Fitz-Gibbon, C. T., Tymms, P. B & Hazlewood, R. D (1989) Performance 
Indicators and Information Systems. In: Reynolds, D., Creemers, B. P. M & 
Peters, T. (eds.) School Effectiveness and Improvement; Selected Proceedings of 
the First International Congress for School Effectiveness. Groningen, 
Netherlands, RION, pp. 141-152.  
 
Fullan, M. G. (1991) The New Meaning of Educational Change. London, Cassell.  
Galloway, D. (1983) Disruptive Pupils and Effective Pastoral Care. School 
Organization, 13, pp. 245-254.  
 
Geske, T. G. & Teddlie, C. (1990) Organizational Productivity in Schools. In: 
Reyes, P. (ed.) Teachers and their Workplace: Commitment, Performance, and 
Productivity. Berkeley, CA, McCutchan Publishing, pp. 191-221.  
 
Goldstein, H. (1980) Critical Notice-Fifteen Thousand Hours, Rutter et al. Journal 
of Child Psychology and Psychiatry, 21 (4) pp. 346-366.  
 
Goldstein, H. (1995) Multilevel Models in Educational and Social Research: A 
Revised Edition. London, Edward Arnold.  
 
Goldstein, H., Rasbash, J., Yang, M., Woodhouse, G., Pan, H., Nuttall, D. & 
Thomas, S. (1993) A Multilevel Analysis of School Examination Results. Oxford 
Review of Education, 19 (4), pp. 425-433. 
 
Gomm, R., Hammersley, M. & Foster, P. (eds.) (2000) Case Study Method. 
London, Sage.  
 
Goodlad, J. (1984) A Place Called School: Prospects for the Future. New York, 
McGraw Hill.  
 
Gorard, S. (2010) Serious Doubts about School Effectiveness. British Educational 
Research Journal, 36 (5), pp. 745-766.  
 
360 
 
Gorard, S. & Taylor, C. (2004) Combining Methods in Educational and Social 
Research. Maidenhead, Open University Press.  
 
Gray, J. (1981) A Competitive Edge: Examination Results and the Probable 
Limits of Secondary School Effectiveness. Educational Review, 33 (1) pp. 25-35. 
 
Gray, J. (1982) Towards Effective Schools: Problems and Progress in British 
Research. British Educational Research Journal, 7 (1) pp. 59-79.  
Gray, J., Hopkins, D., Reynolds, D., Wilcox, B., Farrell, S. & Jesson, D. (1999) 
Improving Schools: Performance and Potential. Buckingham, Open University 
Press.  
 
Gray, J. & Jesson, D. (1987) Exam Results and Local Authority Leagues Tables. 
Education and Training UK 1987, pp. 33-41.  
 
Gray, J., Jesson, D., Goldstein, H., Hedger, K. & Nasbash, J. (1995) A Multilevel 
Analysis of School Improvement: CKDQJHV LQ 6FKRROV¶ 3HUIRUPDQFH RYHU WLPH
School Effectiveness and School Improvement, 6 (2), pp. 97-114.  
 
Gray, J., Jesson, D. & Jones, B. (1984) Predicting Differences in Examination 
Results Between Local Education Authorities: Does School Organization Matter? 
Oxford Review of Education, 6, pp. 20-35.  
 
Gray, J., Jesson, D. & Jones, B. (1986) The Search for a Fairer Way of Comparing 
Schools. Examination Results. Research Reports in Education 1 (2), pp. 91-122.  
 
Gray, J., Jesson, D. & Sime, N. (1990) Estimating Differences in the Examination 
Performance of Secondary Schools in six LEAs: A Multilevel Approach to School 
Effectiveness. Oxford Review of Education, 16 (2), pp. 137-158.  
 
Gray, J., McPherson, A. F. & Raffe, D. (1983) Reconstructions of Secondary 
Education: Theory, Myth, and Practice Since the War. London, Routledge and 
Kegan Paul. 
361 
 
Guba, E. G. (1987) What Have We Learned about Naturalistic Evaluation? 
Evaluation Practice, 8, pp. 23-43.  
 
Hallinger, P. & Murphy, J. (1986) The Social Context of Effective Schools. 
American Journal of Education, 94, pp. 328-355.  
 
Hamilton, D. (1996) Peddling Feel Good Fictions. Forum, 38 (2) pp. 54-56.  
 
Hanushedk, E. A. (1972) Education and Race: An Analysis of the Educational 
Production Process. Lexington, MA, D.C. Heath and Company.  
 
Hanushek, E. A. (1981) Throwing Money at Schools. Journal of Policy Analysis 
and Management, 1, pp. 19-41.  
 
Hanushek, E. A. (1986) The Economics of Schooling: Production and Efficiency 
in Public Schools. Journal of Economic Literature, 24, pp.1141-1177.  
 
Haber, C. & Davies, L. (1998) School Management and Effectiveness in 
Developing Countries: The Post-Bureaucratic School. London, Continuum.  
 
Harris, A. (2001) Contemporary Perspectives on School Effectiveness and School 
Improvement. In: Harris, A. & Bennet, N. (eds.) School Effectiveness and School 
Improvement: Alternative Perspectives. London, Continuum.  
 
Harris, A. & Bennett, N. (eds.) (2001) School Effectiveness and School 
Improvement: Alternative Perspectives. London, Continuum.  
 
Harris, A., Chapman, C., Muijs, D., Russ, J. & Stoll, L. (2006). Improving 
Schools in Challenging Contexts: Exploring the Possible. School Effectiveness 
and School Improvement, 17 (4), pp. 409-424. 
 
Harris, A., Day, C., Hopkins, D., Hadfield, M., Hargreaves, A. & Chapman, C. 
(2003) Effective Leadership for School Improvement. London, RoutledgeFalmer.  
362 
 
Harris, A., Gunraj, J., James, S., Clarke, P., & Harris, B. (2006). Improving 
Schools in Exceptionally Challenging Circumstances: Tales from the frontline. 
London, Continuum 
 
Harris, A., Jamieson, I. & Russ, J. (1995) A Study of Effective Departments in 
Secondary Schools. School Organization, 15 (3), pp. 283-299.  
 
Hauser, R. M. (1971) Socioeconomic Background and Educational Performance. 
Washington, DC, Arnold M. Rose Series, American Sociological Association. 
 
Hauser, R. M., Sewell, W. H. & Alwin, D. F (1976) High School Effects on 
Achievement. In: Sewell, W. H., Hauser, R. M & Featherman, D. L. (eds.) 
Schooling and Achievement in American Society. New York, Academic Press.  
 
Henchey, N. (2001) Schools that Make a Difference: Final Report. Twelve 
Canadian Secondary Schools in Low-Income Settings. Kelowna, BC, Canada, 
Society for the Advancement of Excellence in Education.  
 
Henderson, V., Mieszkowski, P., Sauvageau, Y. (1978) Peer Group Effects and 
Educational Production Functions. Journal of Public Economics, 10, pp. 97-106.  
 
Henríquez, F., Lara, B., Mizala, A. & Repetto, A. (2009) Effective Schools do 
([LVW/RZ,QFRPH&KLOGUHQ¶V$FDGHPLF3HUIRUPDQFHLQ&KLOHSantiago de Chile, 
Paper No 3, Adolfo Ibáñez University.  
 
Herrera, M., & López, M. (1996) La Eficacia Escolar. Caracas, 
CICE/CINTERPLAN.  
 
Himmel, E., Maltes, S. & Majluf, N. (1984). Análisis de la Influencia de Factores 
Alterables del Proceso Educativo sobre la Efectividad Escolar. Unpublished 
Document. Santiago de Chile, Pontifical Catholic University of Chile. 
 
Hitchcock, G. & Hughes, D., (1989) Research and the Teacher: London, 
Routledge.  
363 
 
Hitchcock, G. & Hughes, D., (1995), Research and the Teacher, 2nd edition. 
London, Routledge.  
 
Hopkins, D. (1996) Towards a Theory for School Improvement. In: Gray, J., 
Reynolds, D. & Fitz-Gibbon, C. T. (eds.) Merging Traditions: The Future of 
Research on School Effectiveness and School Improvement. London, Cassell.  
 
Hopkins, D. (2006) Quality Assurance and Large Scale Reform: Lesson for Chile. 
Synthesis Report from the International Seminar on Regulatory Models and 
Quality Assurance Systems. Santiago de Chile, IDB, OECD, MINEDUC.  
 
Hopkins, D., Ainscow, M. & West, M. (1994) School Improvement in an Era of 
Change. London, Cassell.  
 
Hopkins, D., Harris, A., Stoll, L. & Mackay, A. (2011) School and System 
Improvement: State of the Art Review. Keynote presentation prepared for the 24th 
International Congress of School Effectiveness and School improvement, Cyprus, 
6 January 2011.  
 
Hsieh, C & Urquiola, M. (2006) The Effects of Generalized School Choice on 
Achievement and SWUDWLILFDWLRQ(YLGHQFHIURP&KLOH¶V6FKRRO9RXFKHU3URJUDP
Journal of Public Economics, 90, pp. 1477-1503.  
 
Ivankova, N. V., Creswell, J. W., & Stick, S. (2006) Using Mixed Methods 
Sequential Explanatory Design: From Theory to practice. Field Methods, 18 (1), 
pp. 3-20 
 
Jang, E., McDougall, D. E., Pollon, D., Herbert, M. & Russell, P. (2008) 
Integrative Mixed Methods Data Analytic Strategies in Research on School 
Success in Challenging Circumstances. Journal of Mixed Methods Research, 2 
(3), pp. 221-247.  
 
364 
 
Jencks, C. S., Smith, M., Ackland, H., Bane, M. J., Cohen, D., Ginter, H., Heyns, 
B. & Michelson, S. (1972). Inequality: A Re-assessment of the Effect of Family 
and Schooling in America. New York, Basic Books. 
 
Jesson, D. & Gray, J. (1991) Slants and Slopes: Using Multilevel Models to 
LQYHVWLJDWH 'LIIHUHQWLDO 6FKRRO (IIHFWLYHQHVV DQG LWV ,PSDFW RQ 3XSLOV¶
Examination Results. School Effectiveness and School Improvement, 2 (3), pp. 
230-247.  
 
Joyce, B. (1991) The Doors to School Improvement. Educational Leadership, 48 
(8), pp. 59-62. 
 
Joyce, B., Calhoun, E. & Hopkins, D. (1999) The New Structure of School 
Improvement. Buckingham, Open University Press. 
 
Kington, A., Sammons, P., Day, C. & Regan, E. (2011) Stories and Statistics: 
Describing a Mixed Methods Study of Effective Classroom Practice. Journal of 
Mixed Methods Research, 5 (2), pp. 103-125.  
 
Kelly, A. (2007) School Choice and Student Well Being: Opportunity and 
Capability in Education. London, Palgrave Macmillan.  
 
Kis, V. & Field, S. (2009) Learning for Jobs: OECD Reviews of Vocational 
Education and Training-Chile: A First Report. OECD, 2009.  
 
Kluckhohn, C. & Murray, H. A. (eds.) (1948) Personality in Nature, Society and 
Culture. New York, Alfred A. Knopf. 
 
Ko, J., (2010) Consistency and Variation in Classroom Practice: A Mixed-Method 
Investigation based on Case Studies of Four EFL Teachers of a Disadvantaged 
Secondary School in Hong Kong. Ph.D Thesis, The University of Nottingham. 
 
365 
 
Lastra, E. F (2001) La Efectividad Escolar: Un Estudio de las Escuelas Primarias 
Públicas en una Ciudad Mexicana. Unpublished Doctoral Thesis. Standford 
University, California.  
 
Levin, B. (2006) Schools in Challenging Circumstances: A Reflection on What 
We Know and What We Need to Know. School Effectiveness and School 
Improvement, 17 (4), pp. 399-407.  
 
Levin, H., & Lockheed, M. (1991) Effective Schools in Developing Countries. 
Washington, DC, The World Bank.  
 
Levine, D.U. & Lezotte, L.W. (1990) Unusually Effective Schools: A Review and 
Analysis of Research and Practice. Madison, WI, National Center for Effective 
Schools Research and Development.  
 
LLECE- Laboratorio Latinoamericano de Evaluación de la Calidad de Educación 
(2001) Primer Estudio Internacional Comparativo Sobre Lenguaje, Matemática y 
Factores Asociados, para Alumnos del Tercer y Cuarto Grado de la Educación 
Básica. Santiago de Chile, UNESCO.  
 
López, R. (2011) El Sistema de Educación Superior en Chile. Cuadernos de 
Educación. [Internet] Available from: <http://cuadernosdeeducacion.wordpress. 
com/2011/04/08/el-sistema-de-educacion-superior-en-chile-por-ricardo-lopez/> 
[Accessed 22 June, 2012]. 
 
Louis, K. S. & Miles, M. B. (1990) Improving the Urban High School: What 
Works and Why. New York, Teachers College Press.  
 
Lupton, R. (2003). Secondary Schools in Disadvantaged Areas: The Impact of 
Context on School Processes and Quality. Ph.D Thesis, The London School of 
Economics and Political Science (LSE).  
 
366 
 
Lupton, R. (2005) Social Justice and School Improvement: Improving the Quality 
of Schooling in the Poorest Neighbourhood. British Educational Research 
Journal, 31 (5), pp. 589-604.  
 
Macbeath, J. & Mortimore, P. (1994) Improving School Effectiveness: A Scottish 
Approach. Paper Presented at the Annual Conference of the British Educational 
Research Association 
 
MacBeath, J. & Mortimore, P. (2001) Improving School Effectiveness. 
Buckingham, Open University Press.  
 
Maden, M. (ed.) (2001) Success Against the Odds- Five Years On: Revisiting 
Effective Schools in Disadvantaged Areas. London, Routledge-Falmer.  
 
Maden, M. & Hillman, J. (eds.) (1993) Success Against the Odds: Effective 
Schools in Disadvantaged Areas. London, Routledge.  
 
Malik, K. (2000), Hey Scientist, We´re Special, so Get Used to It. The Times 
Higher Education Supplement [Internet]. Available from: http://www.timeshigher 
education.co.uk/story.asp?storyCode=153796 [Accessed 21 June, 2008] 
 
Martinic, S. & Pardo, M. (2003). La Investigación sobre Eficacia Escolar en 
Chile. Estado del Arte. In: Murillo, F. Javier., (ed.) (2003) La Investigación sobre 
Eficacia Escolar en Iberoamérica. Revisión Internacional sobre el Estado del 
Arte. Bogotá, Convenio Andrés Bello, pp. 209-236.  
 
Matear, A. (2006) Barriers to Equitable Access: Higher Education Policy and 
Practice in Chile since 1990. Higher Education Policy, 19 pp. 31-49. 
 
Maureira, O. (2004) Liderazgo Factor de Eficacia Escolar, Hacia un Modelo 
Causal. Revista Electrónica Iberoamericana sobre Calidad, Eficacia y Cambio en 
Educación, 2 (1), pp. 98-117.  
 
367 
 
0D[ZHOO : 6  7HDFKHUV¶ $WWLWXGHV 7RZDUGV 'LVUXSWLYH %HKDYLRXU LQ
Secondary Schools. Educational Review, 39 (3), pp. 203-216.  
 
McEwan, P. & Carnoy, M. (2000) The Effectiveness and Efficiency of Private 
6FKRROVLQ&KLOH¶V9RXFKHU6\VWHPEducational Evaluation and Policy Analysis, 
22 (3), pp. 213-239. 
 
McLean, A. (1987) After the Belt: School Processes in Low Exclusion Schools. 
School Organization, 7 (3), pp. 303-310.  
 
McManus, M (1987) Suspension and Exclusion from High School-The 
Association with Catchment and School Variables. School Organization, 7 (3), 
pp. 261-271. 
 
McPherson, A. (1992) Measuring Value Added in Schools. National Commission 
on Education, Briefing No.1, London, NCE.  
 
Miles, M. (1986) Research Findings on the Stages of School Improvement. Center 
for Policy Research, New York (mimeo).  
 
Ministry of Education MINEDUC (2010) Indicadores de la Educación 2007-2008 
[Internet]. Available from: <http://w3app.mineduc.cl/mineduc/ded/documentos/ 
Indicadores_2007-2008.pdf> [Accessed 10 May, 2012] 
 
Ministry of Education MINEDUC (2011) Institucionalidad de la Educación en 
Chile [Internet]. Available from: <http://www.belenuc.cl/sitio/wp-content/ 
uploads/2011/06/Educación-en-Chile-2011.pdf> [Accessed 22 March, 2012] 
 
Ministry of Education MINEDUC (2012) Educación Especial [Internet]. 
Available from: <http://www.mineduc.cl> [Accessed 19 March, 2012] 
 
Ministry of Education MINEDUC (2012) Normalización de Estudios: Educación 
de Adultos. [Internet]. Available from: <http://www.mineduc.cl> [Accessed 19 
March, 2012] 
368 
 
Mizala, A., & Romaguera, P. (2000) Determinación de Factores Explicativos de 
los Resultados Escolares en Educación Media en Chile. Santiago de Chile. Centre 
for Applied Economics, University of Chile.  
 
Mizala, A., Romaguera, P. & Ostoic, C. (2004) A Hierarchical Model for 
Studying Equity and Achievement in The Chilean School Choice System. 
Documento de Trabajo No 185. Santiago de Chile, Center for Applied Economics, 
Industrial Engineering Department, University of Chile.  
 
Modin, B. & Ostberg, V. (2009) School Climate and Psychosomatic Health: A 
Multilevel Analysis. School Effectiveness and School Improvement, 20 (4), pp. 
433-455. 
 
Moos, L. & Huber, S. (2007) School Leadership, School Effectiveness and School 
Improvement: Democratic and Integrative Leadership. In: Townsend, T. (ed.) 
(2007) The International Handbook of School Effectiveness and Improvement. 
Dordrecht, The Netherlands, Springer, pp. 579-596.  
 
Morse, J. M. (1991) Approaches to Qualitative-Quantitative Methodological 
Triangulation. Nursing Research, 40 (2), pp. 120-123.  
 
Morse, J. M. (2003) Principles of Mixed Methods and Multimethod Research 
Design. In: Tashakkori, A. & Teddlie, C. (eds.) Handbook of Mixed Methods in 
Social & Behavioural Research: Thousand Oaks, CA, Sage, pp. 189-208.  
 
Mortimore, P. (1998) The Road to Improvement: Reflections on School 
Effectiveness. Lisse, Swets & Zeitlinger.  
 
Mortimore, P. (1991a) Effective Schools from a British Perspective: Research and 
Practice. In: Bliss, J. & Firestone, W. (eds.) Creating Effective Schools. London, 
Prentice Hall.  
 
Mortimore, P. (1991b) School Effectiveness Research: Which Way at the 
Crossroad? Schools Effectiveness and School Improvement, 2 (3) pp. 213-229.  
369 
 
Mortimore, P., Sammons, P., Stoll, L., Lewis, D., & Ecob, R. (1988) School 
Matters. Berkeley, CA, University of California Press.  
 
Muijs, D., Harris, A., Chapman, C., Stoll, L. & Russ, J. (2004) Improving Schools 
in Socioeconomically Disadvantaged Areas-A Review of Research Evidence. 
School Effectiveness and School Improvement, 15 (2), pp. 149-175.  
 
Muijs, D., Kelly, T., Sammons, P., Reynolds, D., & Chapman, C. (2011) The 
Value of Educational Effectiveness Research ± A Response to Recent Criticism. 
Research Intelligence, 114, pp.24-25.  
 
Muñoz-Chereau, B. (2010) Pilot Study on School Effects in Chile. Paper presented 
to the GSOE Second Quantitative Methods Forum, 15 December 2010. Bristol, 
Author. 
 
Muñoz, G. & Marfán, J. (2011) Formación y Entrenamiento de los Directores 
Escolares en Chile: Situación Actual, Desafíos y Propuestas de Política. In: 
MINEDUC, Evidencias para Políticas Públicas en Educación. Santiago, Chile: 
Ministry of Education. 
 
Murillo, F. J. (ed.) (2003) La Investigación sobre Eficacia Escolar en 
Iberoamérica. Revisión Internacional sobre el Estado del Arte. Bogotá, Convenio 
Andrés Bello. 
 
Murillo, F. J. (2007). School Effectiveness Research in Latin America. In: 
Townsend, T., (ed.) International Handbook of School Effectiveness and 
Improvement. Dordrecht, The Netherlands, Springer, pp. 75-92.  
 
Murnane, R. J. (1975) The Impact of School Resources on the Learning of Inner 
City Children. Cambridge, MA, Ballinger Publishing Co.  
 
Murnane, R. J. (1981) Interpreting the Evidence on School Effectiveness. 
Teachers College Record, 83, pp. 19-35.  
 
370 
 
Nuttall, D. L., Goldstein, H., Prosser, R. & Rasbash J. (1989) Differential School 
Effectiveness. In: Creemers, B. P. M & Scheerens, J. (eds.) Developments in 
School Effectiveness Research. Special Issue of International Journal of 
Educational Research, 13 (7), pp. 769-776.  
 
Oakes, J. (1987) Conceptual and Measurement Issues in the Construction of 
School Quality Indicators. Paper presented at the AERA Annual Meeting, 
Washington, D.C. 
 
2¶&DWKDLQ$$VVHVVLQJWKH4XDOLW\RI0L[HG0HWKRGV5HVHDUFK7RZDUG
a Comprehensive Framework. In: Tashakkori, A. & Teddlie, C. (eds.) Handbook 
of Mixed Methods in Social and Behavioural Research. Thousand Oaks, CA. 
Sage, pp. 531-555.  
 
OECD (2002) PISA 2000: Reading for Change: Performance and Engagement 
across Countries [Internet]. Available from: < http://www.pisa. oecd.org/ 
dataoecd/30/17/39703267.pdf> [Accessed 25 May, 2012]  
 
OECD (2004) Reviews of National Policies for Education: Chile. Paris, OECD. 
 
OECD (2007) PISA 2006 6FLHQFHV&RPSHWHQFLHV IRU7RPRUURZ¶V :RUOG. Vol.1 
[Internet]. Available from: < http://www.oecd.org/dataoecd/43/54/33690904.pdf> 
[Accessed 25 May, 2012]  
 
OECD (2009) PISA 2009 &RPSDULQJ&RXQWULHV¶DQG(FRQRPLHV¶3HUIRUPDQFHV 
[Internet]. Available from: <http://www.oecd.org/dataoecd/54/12/46643496.pdf> 
[Accessed 21 March, 2012] 
 
OECD (2011) Education at a Glance 2011: OECD Indicators. [Internet] 
Available from: http://www.oecd.org/document/2/0,3746,en_2649_39263238_ 
48634114_1_1_1_1,00.html [Accessed 30 April, 2012] 
 
OECD & World Bank (2009) Reviews of National Policies for Education: 
Tertiary Education in Chile. Paris, OECD, World Bank.  
371 
 
Pallant, J. (2005). SPSS Survival Manual, 2nd edition. Buckingham Open 
University Press. 
 
Plowden Committee (1967) Children and their Primary Schools. London, HMSO.  
Pring, R. (1995) Educating Persons: Putting Education back into Educational 
Research. Scottish Educational Review, 27 (2), pp. 101-112.  
 
Pring, R. (2000) Philosophy of Educational Research. London, Continuum. 
 
Raczynski, D. & Muñoz, G. (2004). Factores que Desafían los Buenos Resultados 
Educativos de Escuelas en Sectores de Pobreza en Chile. Santiago de Chile, 
PREAL.  
 
Raczynski, D. & Muñoz, G. (2005). Efectividad Escolar y Cambio Educativo en 
Condiciones de Pobreza en Chile. Santiago de Chile, Ministry of Education. 
 
Ravela, P., Picaroni, B., Cardozo, M., Fernandez, T., Gonet, D., Carni, A., et al. 
(1999) Factores Institucionales y Pedagógicos Explicativos de los Aprendizajes. 
Cuarto Informe de la Evaluación Nacional de Aprendizajes en Sextos Años de 
Educación Primaria. Montevideo, Ed. UMREMECAEP-ANEP.  
 
Redondo, J. M., & Descouvieres, C. (2001) Eficacia y Eficiencia de la Escuelas 
Básicas Chilenas (1990-1997). Aproximaciones a un Estudio de Valor Agregado. 
Revista Enfoques Educacionales, 3(1), pp. 139-154. 
 
Redondo, J. M., Descouvieres, C., & Rojas, K. (2005) Eficacia e Eficiencia en la 
Enseñanza Media Chilena desde los Datos SIMCE 1994, 1998 and 2001. Revista 
Enfoques Educacionales, 7 (1), pp. 125-144.  
 
Reynolds, D. (1976) The Delinquent School. In: Woods, P. (ed) The Process of 
Schooling. London, Routledge, Keegan & Paul.  
 
Reynolds, D. (1982) The Search for Effective Schools. School Organization, 2 
(3), pp. 215-237.  
372 
 
Reynolds, D. (1996) Turning around Ineffective Schools: Some Evidence and 
some Speculations. In: Gray, J., Reynolds, D., Fitz-Gibbon, C. & Jesson, D. (eds.) 
Merging Traditions: The Future of Research on School Effectiveness and School 
Improvement. London, Cassell.  
 
Reynolds, D. (2010) Failure Free Education? The Past, Present and Future of 
School Effectiveness and Improvement. London, Routledge. 
 
Reynolds, D., Chapman, C., Kelly, A., Muijs, D. & Sammons, P. (2012) 
Educational Effectiveness: The Development of the Discipline, The Critiques, 
The Defence, and The Present Debate. Effective Education, 3 (2), pp. 109-127. 
 
Reynolds, D., Hopkins, D. & Stoll, L. (1993) Linking School Effectiveness 
Knowledge and School Improvement Practice: Towards a Synergy. School 
Effectiveness and School Improvement, 4 (1), pp. 37-58.  
 
Reynolds, D., Jones, D. & St. Leger, S. (1976) Schools do Make a Difference. 
New Society, 37, pp. 223-225.  
 
Reynolds, D., Sammons, P., De Fraine, B., Townsend, T. & Van Damme, J. 
(2011) Educational Effectiveness Research (EER): A State of the Art Review. 
Paper presented at the International Congress for School Effectiveness and 
improvement, Cyprus, January, 2011.  
 
Reynolds, D., Sullivan, M. & Murgatroyd, S. J. (1987) The Comprehensive 
Experiment. Lewes, Falmer Press.  
 
Reynolds, D. & Teddlie, C. (2000) The Processes of School Effectiveness. In: 
Teddlie C. & Reynolds, D. The International Handbook of School Effectiveness 
Research. London, Falmer Press. 
 
Reynolds, D. & Teddlie, C. with Creemers, B., Scheerens, J. & Townsend, T. 
(2000) An Introduction to School Effectiveness Research. In: Teddlie C. & 
373 
 
Reynolds, D. The International Handbook of School Effectiveness Research. 
London, Falmer Press. 
 
Riffel, J. & Levin, B. (1986) Unsuccessful Encounters: Teachers meet 
Researchers in Schools. McGill Journal of Education, 12 (2), pp. 110-118.  
 
Rodríguez, N. (2001) Estilos de Dirección en Escuelas Venezolanas. Revista de 
Pedagogía, XXII (64), pp. 189-218. 
 
Ruíz-Cuellar, G. (1999) Un Acercamiento a la Calidad de la Educación Primaria 
en Aguascalientes desde la Perspectiva de la Efectividad Escolar. Aguascalientes, 
Autonomous University of Aguascalientes.  
 
Rutter, M., Maughan, B., Mortimore, P. & Ouston, J., with Smith, A. (1979) 
15000 Hours: Secondary Schools and Their Effects on Children. London, Open 
Books.  
 
Sale, J., Lohfeld, L. & Brazil, K. (2002) Revisiting the Qualitative-Quantitative 
Debate: Implications for Mixed-Methods Research. Quality and Quantity, 36, pp. 
43-53.  
 
Sammons, P. (1999). School Effectiveness: Coming of Age in the Twenty First 
Century. Lisse, Swets & Zeitlinger.  
 
Sammons, P. (2007), School effectiveness and equity: making connections.  
Executive Summary. Reading, CfBT Education Trust.  
 
Sammons, P. (2010) The Contribution of Mixed Methods to Recent Research on 
Educational Effectiveness. In: Tashakkori, A. & Teddlie, C. (eds.) Handbook of 
Mixed Methods in Social & Behavioural Research, 2nd edition. Thousand Oaks, 
CA, Sage.  
 
Sammons, P., Day, C., Kington, A., Gu, Q., Stobart, G. & Smees, R. (2007) 
Exploring VariaWLRQV LQ7HDFKHUV¶:RUN/LYHVDQG WKHLU(IIHFWVRQ3XSLOV.H\
374 
 
Findings and Implications from a Longitudinal Mixed-Method Study. British 
Educational Research Journal, 33 (5), pp. 681-701. 
 
Sammons, P., Hillman, J. & Mortimore, P. (1995) Key Characteristics of Effective 
Schools: A Review of School Effectiveness Research. London, Report by the 
Institute of Education for the Office of Standard in Education.  
 
Sammons, P., Nuttall, D. & Cuttance, P. (1993) Differential School Effectiveness: 
Results from a Re-AQDO\VLV RI WKH ,QQHU /RQGRQ (GXFDWLRQ $XWKRULW\¶V -XQLRU
School Project Data. British Educational Research Journal, 19 (4), pp. 381-405.  
 
Sammons, P., Nuttall, D., Cuttance, P. & Thomas, S. (1995) Continuity of School 
Effects: A Longitudinal Analysis of Primary and Secondary School Effects on 
GCSE Performance. School Effectiveness and School Improvement, 6 (4), pp. 
285-307.  
 
Sammons, P. & Reynolds, D. (1997) A Partison Evaluation. John Elliot on School 
Effectiveness. Cambridge Journal of Education, 27 (1), pp. 123-126.  
 
Sammons, P., Siraj-Blatchford, I., Sylva, K., Melhuish, E., Taggart, B. & Elliot, 
K. (2005) Investigating the Effects of Pre-School Provision: Using Mixed 
Methods in the EPPE Research. International Journal of Social Research 
Methodology, 8 (3), pp. 207-224.  
 
Sammons, P., Thomas, S. & Mortimore, P. (1997) Forging Links: Effective 
Schools and Effective Departments. London, Paul Chapman.  
 
Sandelowski, M. (2003) Tables of Tableux?  The Challenges of Writing and 
Reading Mixed Methods Studies. In: Tashakkori, A. & Teddlie, C. (eds.) 
Handbook of Mixed Methods in Social and Behavioural Research. Thousand 
Oaks, CA. Sage, pp. 321-350.  
 
375 
 
Scheerens, J. (1989). Process-Indicators of School Functioning: A Selection based 
on the Research Literature on School Effectiveness. Paper presented at the OECD-
seminar in Semmering, Austria, September.  
 
Scheerens, J. (1990). School Effectiveness Research and the Development of 
Process Indicators of School Functioning. School Effectiveness and School 
Improvement, 1 (1), pp. 61-80.  
 
Scheerens, J. (1992) Effective Schooling: Research, Theory and Practice. London, 
Cassell.  
 
Scheerens, J. & Bosker, R. J. (1997). The Foundations of Educational 
Effectiveness. Oxford,  Pergamon. 
 
Schein E.H. (2004) Organizational Culture and Leadership, 3rd edition. San 
Francisco, Jossey-Bass. 
 
Schwandt, T. A. (2001) Dictionary of Qualitative Inquiry, 2nd edition. Thousand 
Oaks/London/New Delhi, Sage.  
 
Selden, R. W. (1990) Developing Educational Indicators: A State-National-
Perspective. In: Bottani, N. & Delfau, I. (eds.) Indicators of the Quality of 
Educational Systems: An International Perspective. Special Issue of the 
International Journal of Educational Research. Vol. 14. 
 
6HOOVWURP ( 	 %UHPEHUJ 6  ,V 7KHUH D µ6FKRRO (IIHFW¶ RQ 3XSLO
Outcomes? A Review of Multilevel Studies. Journal of Epidemiology and 
Community Health, 60 (2), pp. 149-155.  
 
Sistema de Medición de la Calidad de la Educación SIMCE (2008) Base de Datos 
Nacionales [Internet]. Available from: <http://www.simce.cl/index.php?id=122> 
[Accessed March, 2008] 
 
376 
 
Sistema de Medición de la Calidad de la Educación SIMCE (2012) Evaluaciones 
Internacionales [Internet]. Available from: <http://www.simce.cl/ index.php?id= 
108&no> [Accessed 21 March, 2012] 
 
Sistema de Medición de la Calidad de la Educación SIMCE (2012) Presentación 
[Internet]. Available from: <http://www.simce.cl> [Accessed 21 March, 2012] 
 
Slee, R., Weiner, G. & Tomlinson, S. (eds.) (1998) School Effectiveness for 
Whom? Challenges to the School Effectiveness and School Improvement 
Movements. London, Falmer Press.  
 
Smith, D. J. & Tomlinson, S. (1989) The School Effect. A Study of Multi-Racial 
Comprehensives. London. Policy Studies Institute.  
 
Smith, J. K. (1983) Quantitative versus Qualitative Research: An Attempt to 
Clarify the Issue. Educational Researcher, 12, pp. 6-13.  
 
Smith, J. K. & Heshusius, L. (1986) Closing down the Conversation: The End of 
the Quantitative-Qualitative Debate among Educational Researchers. Educational 
Researcher, 15, pp. 4-12.  
 
Soares, J. F. (ed.) (2002) Escola Eficaz: Um Estudo de Caso em tres Escolas da 
Rede Publica de Ensino do Estado de Minas de Gerais. Belo Horizonte, Federal 
University of Minas de Gerais.  
 
Soares, J. F. (2003) Influencia do Professor e do Ambiente em Sala de Aula sobre 
a Proficiencia Alcancada pelos Alunos Avaliados no SIMAVE-2002. Estudos em 
Avaliacao Educacional, 28, pp. 103-123. 
 
Steedman, J. (1980) Progress in Secondary Schools/RQGRQ1DWLRQDO&KLOGUHQ¶V
Bureau.  
 
Steedman, J. (1983) Examination Results in Selective and Non-Selective Schools. 
/RQGRQ1DWLRQDO&KLOGUHQ¶V%XUHDX 
377 
 
Stoll, L. (1996) Linking School Effectiveness and School Improvement: Issues 
and Possibilities. In: Gray, J., Reynolds, D., Fitz-Gibbon, C., & Jesson, D. (eds.) 
Merging Traditions: The Future of Research on School Effectiveness and School 
Improvement. London, Cassell, pp. 51-73.  
 
Stoll, L. & Mortimore, P. (1997) School Effectiveness and School Improvement. 
In: White, J. & Barber, M. (eds.) Perspectives on School Effectiveness and School 
Improvement. London, Bedford Way Papers, Institute of Education.  
 
Stoll, L & Myers, K. (1997) No Quick Fixes: Perspectives on Schools in 
Difficulty. Lewes, Falmer Press.  
 
Stringfield, S. C. & Slavin, R. E. (1992). A Hierarchical Longitudinal Model for 
Elementary School Effects. In: Creemers, B. P. M. & Reezigt, G. J. (eds.), 
Evaluation of Educational Effectiveness, Groningen, ICO, pp. 35-69.  
 
Summers, A. A. & Wolfe, B. L. (1977) Do Schools Make a Difference? American 
Economic Review, 67, pp.632-652.  
 
Taeuber, R.C. (ed.) (1987) Education Data System Redesign. Special Issue of the 
International Journal of Educational Research, 11 (4), pp. 391-511.  
 
Tashakkori, A. & Teddlie, C. (2003) Handbook of Mixed Methods in Social & 
Behavioural Research. Thousand Oaks, CA, Sage.  
 
Taylor, D. & 7DVKDNNRUL $  7RZDUG DQG 8QGHUVWDQGLQJ RI 7HDFKHUV¶
Desire for Participation in Decision Making. Journal of School Leadership, 7, pp. 
1-20.  
 
Teddlie, C., Creemers, B., Kyriakides, L., Muijs, D. & Yu, F. (2006) The 
International System for Teacher Observation and Feedback: Evolution of an 
International Study of Teacher Effectiveness Constructs. Educational Research 
and Evaluation (ISTOF), 12, pp. 561-582.  
 
378 
 
Teddlie C. & Reynolds, D. (2000) The International Handbook of School 
Effectiveness Research. London, Falmer Press. 
 
Teddlie, C. & Reynolds, D. (2001) Countering the Critics: Responses to Recent 
Criticism of School Effectiveness Research. School Effectiveness and School 
Improvement, 12 (1) pp. 41-82.  
 
Teddlie, C. & Stringfield, S. (1993) Schools Do Make a Difference: Lessons 
Learned from a 10 year Study of School Effects. New York, Teachers College 
Press.  
 
Teddlie, C., Stringfield, S. & Desselle, S. (1985) Methods, History, Selected 
Findings and Recommendations from the Louisiana School Effectiveness Study: 
1980-1985. Journal of Classroom Interaction, 20 (2), pp. 22-30.  
 
Teddlie C. & Tashakkori, A. (2009) Foundations of Mixed Methods Research: 
Integrating Quantitative and Qualitative Approaches in the Social and 
Behavioural Sciences. Thousand Oaks, CA., Sage. 
 
Teddlie, C., Virgilio, I. & Oescher, J. (1990) Development & Validation of the 
Virgilio Teacher Behavior Inventory. Educational and Psychological 
Measurement, 50 (2), pp. 421-430.  
 
Thomas, S., Sammons, P. & Mortimore, P. (1994) Stability in Secondary Schools: 
(IIHFWVRQ6WXGHQWV¶*&6(2XWFRPHV Paper presented at the Annual Conference 
of the British Educational Research Association, Oxford.  
 
Thomas, S., Sammons, P. & Mortimore, P. (1997) Stability and Consistency in 
6HFRQGDU\6FKRROV¶(IIHFWVRQ6WXGHQWV¶*&6(2XWFRPHVRYHU<HDUVSchool 
Effectiveness and Improvement, 8. 
 
Thomas, S., Salim, M., Muñoz -Chereau B. & Jung Peng, W. (2012) Educational 
Quality, Effectiveness and Evaluation: Perspectives from China, South America 
and Africa. In: Chapman C., Armstrong, P., Harris, A., Muijs, D., Reynolds, D. & 
379 
 
Sammons, P. (eds.) School Effectiveness and Improvement Research, Policy and 
Practice: Challenging the Orthodoxy? London/New York, Routledge.  
 
Thrupp, M. (2001) Sociological and Political Concerns about School 
Effectiveness Research: Time for a New Research Agenda. School Effectiveness 
and School Improvement, 12 (1) pp. 7-40.  
 
Townsend, T. (ed.) (2007) The International Handbook of School Effectiveness 
and Improvement. Dordrecht, The Netherlands, Springer.  
 
Tymms, P., Merrill, C. & Henderson, B. (1997) The First Year at School: A 
Quantitative Investigation of the Attainment and Progress of Pupils. Educational 
Research and Evaluation, 3 (2), pp. 101-118.  
 
UNESCO (1976) Towards a System of Educational Indicators. Division of 
Educational Policy and Planning, Paris.  
 
UNICEF (1997) Los niños Han Sido Nuestro Ejemplo. Quito, UNICEF.  
 
United Nations Development Programme UNDP (2011) Human Development 
Index 2011 [Internet]. Available from: <http://hdr.undp.org/ en/media/HDR_2011 
_EN_Table1.pdf> [Accessed 21 March, 2012] 
 
Usher, R. (1996) A Critique of the Neglected Epistemological Assumptions of 
Educational Research. In: Scott D & Usher R (eds). Understanding Educational 
Research. London, Routledge. 
 
Vaccaro, L. & Fabiane, F. (1994) Gestión Escolar y Estrategias de Mejoramiento 
de la Calidad de la Educación en las Escuelas de Nivel Socio-Económico Bajo: 
El Caso del Programa de Mejoramiento de la Calidad de las Escuelas Pobres. 
Fondecyt Project No 1930323. 
 
Van de Gaer, E., De Fraine, B., Pustjens, H., Van Damme, J., De Munter, A. & 
Onghena, P. (2009) School Effects on The Development of Motivation Towards 
380 
 
Learning Tasks and The Development of Academic Self-Concept in Secondary 
Education: A Multivariate Latent Growth Curve Approach. School Effectiveness 
and School Improvement, 20 (2), pp. 235-253. 
 
Van Velzen, W. (1987) The International School Improvement Project. In: 
Hopkins, D. (ed.) Improving the Quality of Schooling: Lessons from the OCDE 
International School Improvement Project. Lewes, Falmer Press.  
 
Van Velzen, W., Miles, M., Ekholm, M., Hameyer, U. & Robin, D. (1985) 
Making School Improvement Work: A Conceptual Guide to Practice. Leuven, 
Belgium, ACCO.  
 
Weber, G. (1971) Inner City Children Can be Taught to Read: Four Successful 
Schools. Washington, DC, Council for Basic Education.  
 
Weinstein, J., Muñoz, G. & Raczynski, D. (2011) School Leadership in Chile: 
Breaking the Inertia. In: Townsend, T. & MacBeath, J. (eds.) International 
Handbook of Leadership for Learning, Dordrecht, Springer. 
 
Wellington, J. (2000) Educational Research: Contemporary Issues and Practical 
Approaches. London, Continuum. 
 
:HVW 3 6ZHHWLQJ + 	 /H\ODQG 6  6FKRRO (IIHFWV RQ 3XSLOV¶ +HDOWK
Behaviours: Evidence in Support of the Health Promoting School. Research 
Papers in Education, 19 (3), pp. 261-291.  
 
White, J. & Barber, M. (eds.) (1997) Perspectives on School Effectiveness and 
School Improvement. London, Bedford Way Papers, Institute of Education.  
 
:LOOPV-'7KH%DODQFH7KHVLV&RQWH[WXDO(IIHFWVRI$ELOLW\RQ3XSLOV¶
O-Grade Examination Results. Oxford Review of Education, 11 (1), pp. 33-41.  
 
381 
 
:LOOPV - '  6RFLDO &ODVV 6HJUHJDWLRQ DQG LWV 5HODWLRQVKLS WR 3XSLOV¶
Examination Results in Scotland. American Sociological Review, 51 (2), pp. 224-
241.  
 
Willms, J.D. (1987) Differences between Scottish Educational Authorities in their 
Educational Attainment. Oxford Review of Education, 13 (2), pp. 211-232.  
 
Willms, J. D. & Cuttance, P. (1985) Schools Effects in Scottish Secondary 
Schools. British Journal of Sociology of Education, 6 (3), pp. 289-305.  
 
Windham, D.M. (1988) Effectiveness Indicators in the Economic Analysis of 
Educational Activities. Special Issue of the International Journal of Educational 
Research, Vol. 12.  
 
Winkler, D. R. (1975) Educational Achievement and School Peer Group 
Composition. Journal of Human Resources, 10, pp. 189-205.  
 
Woodhouse, G. & Goldstein, H. (1988) Educational Performance Indicators and 
LEA League Tables. Oxford Review of Education, 14 (3) pp. 301-320.  
 
Wrigley, T. (2004) School Effectiveness: The Problem of Reductionism. British 
Educational Research Journal, 30 (2), pp. 227-244. 
 
Yin, R. K. (2009) Case Study Research: Design and Methods, 4th edition. 
Thousand Oaks, CA., Sage.  
 
Zárate, G. (1992) Experiencias Educativas Exitosas. Un Análisis a base de 
Testimonios. Santiago de Chile, Centre for Public Studies, Document  No 175. 
 
  
382 
 
$SSHQGLFHV 
 
$SSHQGL[Example of participant consent form (teachers) 
 
 
 
PARTICIPANT CONSENT FORM (Teachers) 
 
 
 
Project title: Exploring effective secondary schools in challenging 
contexts: A study in two Chilean regions.  
 
5HVHDUFKHU¶VQDPH5R[DQDBalbontín 
 
6XSHUYLVRU¶VQDPHPamela Sammons 
 
 
x I have read the Participant Information Sheet and the nature and 
purpose of the research project has been explained to me. I understand 
and agree to take part. 
 
x I understand the purpose of the research project and my involvement in 
it. 
 
x I understand that I may withdraw from the research project at any 
stage and that this will not affect my status now or in the future. 
 
x I understand that while information gained during the study may be 
published, I will not be identified and my personal results will remain 
confidential.  
 
x I understand that I will be audiotaped during the focus group session.  
 
x I understand that data will be kept in a secure location and no-one other 
than research colleagues, supervisors or examiners will have access to 
any of the data collected.  
 
x I understand that I may contact the researcher or supervisor if I require 
further information about the research, and that I may contact the 
Research Ethics Coordinator of the School of Education, University of 
Nottingham, if I wish to make a comment or complaint relating to my 
involvement in the research. 
 
 
 
Signed ««««««««««««««««««««««««««««5HVHDUFKSDUWLFLSDQW 
 
 
Print name ««««««««««««««««««««««««Date ««««««««««««« 
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Contact details 
 
 
Researcher: ttxrpb@nottingham.ac.uk  
 
Supervisor: pam.sammons@nottingham.ac.uk  
 
School of Education Research Ethics Coordinator: roger.murphy@nottingham.ac.uk 
 
 
  
384 
 
$SSHQGL[Example of research information sheet (teachers) 
 
,QIRUPDWLRQ6KHHWWHDFKHUV 
Project Title:  
Exploring effective secondary schools in challenging contexts: A 
study in two Chilean regions 
Project aims:  
To gain greater understanding of the particular characteristics of more 
effective schools in areas of social deprivation and the influences of these 
SDUWLFXODUIHDWXUHVRQWKHVWXGHQWV¶VRFLDODQGDFDGHPLFRXWFRPHV 
Nature of Involvement:  
 The schools selected for the pilot study have been previously informed about 
the research and they have agreed to take part in this study. 
 Teachers from the two schools will be asked to participate in the research with 
the right to withdraw at any time.  
 Teachers will be asked to complete a questionnaire regarding effective 
schooling.  
 The questionnaire should take approximately 20 minutes to complete. 
 Teachers will be also asked to take part in a focus group session. 
 The focus group will take approximately 30-45 and it will be recorded onto an 
audio-recorder.  
 The researcher will make some notes during the focus group session. 
 This data will be securely kept in a locked filing cabinet and no-one other than 
the researcher and her supervisors will see this data.  
 The names of the schools and participants will be kept anonymous. 
 No further involvement will be required of the teachers, but if they would like 
to receive some feedback or the overall findings from the study, the researcher 
will make this available to them. 
Researcher 
Roxana Balbontín is a research student in the School of Education, 
University of Nottingham, UK. She is sponsored by the Chilean Ministry of 
Education. She is currently undertaking her PhD research project about School 
Effectiveness and Improvement. She has five years of experience working in the 
Chilean Educational System.  
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Contact details 
Researcher:  ttxrpb@nottingham.ac.uk 
Supervisor:  pam.sammons@nottingham.ac.uk  
Ethics coordinator:  roger.murphy@nottingham.ac.uk 
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$SSHQGL[Example of questionnaire-survey (teacher version-
English) 
 
School Effectiveness Questionnaire 
Teacher version 
 
This study intends to contribute to the field of School Effectiveness through the 
study of some secondary schools that have demonstrated to be more effective in terms of 
VWXGHQWV¶RXWFRPHVWKDQLQVWLWXWLRQVZLWKVLPLODUFKDUDFWHULVWLFV 
The main aim of this research is to gain greater understanding of the particular 
characteristics of more effective schools in areas of social deprivation and the influences 
RIWKHVHSDUWLFXODUIHDWXUHVRQWKHVWXGHQWV¶VRFLDODQGDFDGHPLFRXWFRPHV 
 
Instructions 
Read each statement carefully and indicate to what extent you agree or disagree with 
what it says about your school. This will take you about 20 minutes. 
,I\RXVWURQJO\DJUHHZLWKWKHVWDWHPHQW\RXVKRXOGFLUFOHWKHQXPEHUµ¶,I\RXVWURQJO\
disagree with the statement, yRXVKRXOGFLUFOHWKHQXPEHUµ¶,I\RXPRVWO\GLVDJUHH\RX
VKRXOGFLUFOHWKHQXPEHUµ¶DQGLI\RXPRVWO\DJUHH\RXVKRXOGFLUFOHWKHQXPEHUµ¶,I
\RXDJUHHDVPXFKDVGLVDJUHHZLWK WKH VWDWHPHQW\RXVKRXOGFLUFOH WKHQXPEHU µ¶ ,I
you are not sure DERXWZKDWWRDQVZHU\RXVKRXOGFLUFOHµ"¶5HPHPEHUWKDWWKHUHDUHQRW
right or wrong answers.  
  
 1 I strongly disagree 
 2 I disagree 
 3 Neutral (I agree as much as disagree) 
 4 I agree 
 5 I strongly agree 
 ? ,GRQ¶WNQRZ 
  
Please answer every statement and choose only one answer. 
 
Thank you for your cooperation! 
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I. School Leadership 
1. We are encouraged to participate in decision making in the school.      1   2   3   4   5   ? 
2. We have the possibility of being agents of change in our school.          1   2   3   4   5   ? 
3. The head teacher is perceived as a guide or person who has an  
influential   leadership in the school.                                                     1   2   3   4   5   ?  
4. We rarely get support from the head teacher when we have to  
solve problems with parents or students.                                                    1   2   3   4   5   ?                             
5. The leadership in the school tends to be democratic.                        1   2   3   4   5   ?  
6. I feel represented with the kind of leadership of our school.                 1   2   3   4   5   ? 
II. Visions and Goals      
7. There is a constant vision building in the school.                                   1   2   3   4   5   ? 
6WDIIZRUNLQXQLW\WRDFKLHYHWKHVFKRRO¶VJRDOV              1   2   3   4   5   ? 
7KHVFKRRO¶VYLVLRQDQGJRDOVDUHQRWFOHDUIRUWKHWHDFKHUV1   2   3   4   5   ? 
10. The members of the schools know the vision and goals and           
share them.                                                                                                   1   2   3   4   5   ? 
11. The main goal of the school is that the students achieve  
good academic results.                                                                                1   2   3   4   5   ? 
III. School Climate      
12. The school has a positive ethos                                                             1   2   3   4   5   ? 
13. There is an ordely and secure school atmosphere                                 1   2   3   4   5   ? 
14. The school climate is positive and collaborative.                                  1   2   3   4   5   ? 
15. There are frequent disagreements between colleagues.                        1   2   3   4   5   ? 
16. Relationships between teachers and pupils are in general positive.      1   2   3   4   5   ?                             
7KHUHDUHWHQVLRQVEHWZHHQWHDFKHUVDQGVFKRRO¶VDGPLQLVWUDWLRQ1   2   3   4   5   ? 
18. Relationships between teachers and parents are in general  
  1    2                  3                               4                    5                       ? 
I strongly disagree    I disagree    Neutral (I agree as much    I agree     I strongly agree     ,GRQ¶W 
        I disagree)                                                           know 
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positive.                                                                                           1   2   3   4   5   ? 
IV. Teaching and Learning 
19. There is a clear organisation, and planning  
of the lessons.                               1   2   3   4   5   ? 
20. The learning time is maximized.                 1   2   3   4   5   ? 
21. We are willing to adapt our practices and use innovative    
teaching methodologies.                                                                              1   2   3   4   5   ? 
22. Frequently, we use a wide range of learning resources and material.   1   2   3   4   5   ?                            
23. Usually, we encourage a collaborative behaviour between students:  
some students help others in doing some activities.                                    1   2   3   4   5   ? 
9([SHFWDWLRQVRIVWXGHQWV¶VXFFHVV 
,QWKLVVFKRROVWXGHQWV¶well-being is important, but not  
DVPXFKDVVWXGHQWV¶DFDGHPLFVXFFHV               1   2   3   4   5   ? 
25. Any student in this school is able to do well if she or he works 
 hard for that.                    1   2   3   4   5   ? 
26. Frequently in tKLVVFKRROVWXGHQWV¶SDUHQWVDUHXQVXSSRUWLYH            
because they do not have many expectations about the academic  
success of their children.                                                                             1   2   3   4   5   ?                             
27. A small number of students believe they are capable of getting  
good educational results.                                                                             1   2   3   4   5   ? 
VI. Professional Feedback     
28. There is regular feedback from school administration about our  
work.                                                                                                            1   2   3   4   5   ? 
29. There is recognition of our initiatives and effort.                                 1   2   3   4   5   ? 
30. There is use of rewards for teachers who are successful  
LQDFKLHYLQJVFKRROV¶JRDOV                1   2   3   4   5   ? 
9,,(YDOXDWLRQRIVWXGHQWV¶OHDUQLQJ 
31. The evaluation criteria of students are clear and there is                    
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 a regular review of them and necessary adaptation.                                   1   2   3   4   5   ? 
7KHUHLVIUHTXHQWPRQLWRULQJRIVWXGHQWV¶SHUIRUPDQFH   1   2   3   4   5   ? 
7KHUHDUHHQRXJKHYDOXDWLRQVRIWKHVWXGHQWV¶SURJUHVV1   2   3   4   5   ? 
VIII. Home-school partnership 
34. In general, parents are interested in the educational               
development of their children.                                                                  1   2   3   4   5   ? 
35. Only a small number of parents demonstrate involment in the  
schooO¶VLVVXHV                  1   2   3   4   5   ?                                   
36. There is collaboration between teachers and parents and constant  
feedback about the progress of the students.                                               1   2   3   4   5   ? 
IX. School Discipline      
37. The school discipline is good.                                                               1   2   3   4   5   ? 
38. Students receive sanctions if they misbehave.                                      1   2   3   4   5   ? 
39.Students usually behave well in the classroom.                                     1   2   3   4   5   ? 
40. Parents collaborate with school discipline and   
encourage their children to behave well.                                                     1   2   3   4   5   ? 
X. School Curriculum and planning. 
41. The quality of the curriculum is considered to be the 
most important element to assure an education of quality.                1   2   3   4   5   ? 
42. The design of the learning units is based on the  
national curriculum  provided by the Ministry of Education.               1   2   3   4   5   ?  
43. We usually cover the aspects of the curriculum that we consider      
the most important.                      1   2   3   4   5   ?                                   
;,7HDFKHUV¶FRPSHWHQFH 
44. I consider myself opened to change and able to adapt to particular  
new methodologies to teach.                                                                       1   2   3   4   5   ? 
7KHFODVVURRP¶VPDQDJHPHQWLVVRPHWLPHVDSUREOHPIRUPH1   2   3   4   5   ?                             
46. Many teachers in this school are frequently enrolling in new  
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professional development courses to improve their knowledge  
and teaching skills.                                                                                     1   2   3   4   5   ? 
47. I agree to be evaluated in my practices and received   
feedback.                    1   2   3   4   5   ? 
;,,6WXGHQWV¶PRWLYDWLRQDQGUHVSRQVLELOLW\ 
48. A big number of students in this school seem to be motivated  
about their studies.                                                                                       1   2   3   4   5   ? 
49. A big number of students show responsibility and  
involvement in their own processes of learning.                                         1   2   3   4   5   ? 
50. Many students have high important aspirations for their future.          1   2   3   4   5   ? 
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Fill in with the personal information requested. 
 
Gender: Male______     Female ______ 
Age: ________ 
 
Religion (optional):  
Catholic      _____    
Protestant    _____     
 Agnostic     _____ 
Atheist         _____    
Other            _____         (Specify) _________________      
 
Educational qualifications: 
 
Undergraduate degree: ______ 
Postgraduate degree:    ______ 
Diploma: ______ 
 
Numbers of years working in this school: 
1-3:                 ______ 
3-6:                 ______ 
6-10:               ______ 
More than 10: ______ 
 
 
 
Thank you for your cooperation! 
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Appendix 4: Example of questionnaire-survey (student version-
Spanish) 
 
Cuestionario 
Efectividad Escolar 
Versión estudiante 
 
Este estudio pretende contribuir al área de efectividad escolar a través del estudio 
de establecimientos secundarios que han demostrado mayor efectividad en cuanto a 
resultados académicos en comparación a otras instituciones que tienen estudiantes de 
similares características.  
El objetivo principal de esta investigación es adquirir mayor conocimiento sobre 
las características particulares que tienen este tipo de instituciones y la influencia de estas 
en el rendimiento y el desarrollo social de los alumnos.  
Instrucciones  
Lea atentamente cada afirmación e indique en que medida esta de acuerdo o en 
desacuerdo con lo que se plantea acerca de su escuela o colegio. Este cuestionario tomará 
aproximadamente 20 minutos.  
Si usted esta totalmente de acuerdo con el enunciado, encierre el numero 5. Si se esta 
totalmente en desacuerdo, encierre el numero 1. Si esta medianamente de acuerdo con el 
enunciado, encierre el numero 4 y si esta medianamente en desacuerdo, encierre el 
numero  2. Si el nivel de acuerdo y desacuerdo que tiene frente a la afirmación es similar 
o sea su opinión es neutral, encierre el numero 3. Finalmente, si no conoce la respuesta, 
marque la alternativa? 
 
 1 Totalmente en desacuerdo 
 2 Medianamente en desacuerdo 
 3 Neutral  
 4 Medianamente de acuerdo 
 5 Totalmente de acuerdo 
 ? No conozco la respuesta 
 Por favor responda todas las preguntas y elija solo una opción para cada una de ellas.  
Muchas gracias por su cooperación! 
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I. Liderazgo Escolar  
1. El liderazgo en esta institución es considerado positivo y cercano.        1   2   3   4   5   ? 
2. No tenemos muchas oportunidades de interactuar con los  
directivos del establecimiento.                                                                    1   2   3   4   5   ? 
3. El director o directora del establecimiento  es considerado como un  
guía o líder.                                                                                                 1   2   3   4   5   ?  
4. El liderazgo de los directivos de nuestra institución tiende  
a ser democrático.                                                                                        1   2   3   4   5   ? 
5. Nuestras opiniones nunca son consideradas cuando se toman  
decisiones en el establecimiento.                                                                 1   2   3   4   5   ? 
II.  Visión, Misión y Objetivos del Establecimiento                     
6. Tengo claro la visión, misión y los objetivos de nuestro  
establecimiento.                                                                                           1   2   3   4   5   ? 
7. Los miembros de la institución (profesores, estudiantes y  
directivos) trabajan en conjunto para alcanzar los objetivos de esta.         1   2   3   4   5   ? 
III.   Clima Escolar    
8. Nuestra institución posee mística y tradición.                                         1   2   3   4   5   ? 
9. El ambiente escolar se caracteriza por se ordenado y seguro.                1   2   3   4   5   ? 
10. El clima escolar no es siempre positivo o colaborativo.                       1   2   3   4   5   ? 
11. Me gusta estudiar en este colegio.                                                         1   2   3   4   5   ? 
12. En general, las relaciones entre los profesores y estudiantes  
son positivas.                                                                                               1   2   3   4   5   ? 
13. Existen frecuentes diferencias de opinión entre padres y 
 personal del colegio.                                                                                   1   2   3   4   5   ? 
1             2              3                    4                       5                       ? 
 Totalmente en      Medianamente      Neutral       Medianamente     Totalmente     No conozco          
  desacuerdo          en desacuerdo                             de acuerdo        de acuerdo      la respuesta 
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IV. Enseñanza y Aprendizaje 
14. Uno de los principales objetivos de nuestra institución es la  
adquisición de conocimiento por parte de los estudiantes.                         1   2   3   4   5   ? 
15. Las clases son estructuradas y se planifican.                                         1   2   3   4   5   ? 
16. La mayoría de las lecciones comienzan con una descripción de los  
temas a discutir y de los objetivos.                                                              1   2   3   4   5   ? 
17. El tiempo de aprendizaje se aprovecha al máximo.                              1   2   3   4   5   ? 
18. Los profesores demuestran interés acerca del bienestar de  
los estudiantes.                                                                                             1   2   3   4   5   ? 
19. La mayoría de los profesores son comprensivos y accesibles.              1   2   3   4   5   ? 
20. Los profesores utilizan diferentes tipos de materiales y recursos  
de aprendizaje.                                                                                             1   2   3   4   5   ? 
21. Las lecciones son dinámicas y  comúnmente plantean desafíos.          1   2   3   4   5   ? 
22. Los profesores frecuentemente promueven  un comportamiento  
colaborativo entre los estudiantes: algunos estudiantes ayudan a  
otros a realizar algunas actividades.                                                            1   2   3   4   5   ? 
23. Pienso que puedo aprender de algunos compañeros.                            1   2   3   4   5   ?                            
24. La mayoría de las veces, prefiero trabajar de manera individual.         1   2   3   4   5   ? 
V. Expectativas de Éxito Escolar 
25. En nuestro colegio, se espera lo mejor de nosotros.                              1   2   3   4   5   ? 
26. Somos capaces de rendir bien si trabajamos duro para ello.                 1   2   3   4   5   ? 
27. Mis padres esperan lo mejor de mí.                                                       1   2   3   4   5   ? 
28. Confiamos en nuestras capacidades para obtener buenos 
 resultados educacionales.                                                                           1   2   3   4   5   ? 
29. Tengo muchas aspiraciones para mi futuro.                                          1   2   3   4   5   ? 
30. Pienso que mi desempeño es una de las cosas más importantes  
para alcanzar mis aspiraciones futuras.                                                       1   2   3   4   5   ? 
31. Los alumnos que son exitosos en sus resultados académicos  
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obtienen recompensas y reconocimiento por ello en el establecimiento.    1   2   3   4   5   ? 
VI. Evaluación de los Aprendizajes     
32. Tengo claro los criterios de evaluación.                                                1   2   3   4   5   ? 
33. La cantidad de evaluaciones para medir los contenidos vistos  
es suficiente.                                                                                                1   2   3   4   5   ? 
34. Los profesores evalúan todos los contenidos vistos en clases.              1   2   3   4   5   ? 
VII.  Disciplina Escolar     
35. La disciplina del colegio es buena.                                                        1   2   3   4   5   ? 
36. Recibimos sanciones si violamos las reglas de disciplina del  
colegio.                                                                                                       1   2   3   4   5   ? 
37. Mis padres piensan que la disciplina es responsabilidad del  
colegio.                                                                                                       1   2   3   4   5   ? 
38. Usualmente, nos comportamos bien el la sala de clases.                     1   2   3   4   5   ? 
39.  Los profesores siempre aplican las medidas disciplinarias del  
colegio.                                                                                                       1   2   3   4   5   ? 
40. Considero que puedo aprender mas en un ambiente disciplinado.     1   2   3   4   5   ? 
VIII. Curriculum Escolar 
41. Considero que los contenidos que se nos enseñan no son muy  
relevantes o prácticos para nosotros.                                                         1   2   3   4   5   ? 
42. En la mayoría de nuestras clases, se utilizan ejemplos de la vida  
real para ilustrar los contenidos.                                                                1   2   3   4   5   ? 
IX. Competencia Profesional de Profesores 
43. Nuestros profesores parecen interesados en lo que hacen.                    1   2   3   4   5   ? 
44. Pienso que mis profesores tienen una buena preparación en las  
asignaturas que imparten.                                                                            1   2   3   4   5   ? 
45. La mayoría de los profesores en este colegio tiene algunos   
problemas para controlar el trabajo en la sala de clases.                             1   2   3   4   5   ? 
46. Los profesores utilizan interesantes metodologías de enseñanza.         1   2   3   4   5   ? 
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47. Algunos profesores utilizan recursos tecnológicos en sus clases.         1   2   3   4   5   ? 
X. Responsabilidad y Motivación de los Estudiantes 
48. Me siento motivada o motivado acerca de mis estudios.                      1   2   3   4   5   ? 
49. Me gustaría continuar estudiando después de finalizar mis  
estudios secundarios.                                                                                   1   2   3   4   5   ? 
50. Pienso que muchos estudiantes en este colegio demuestran  
responsabilidad y compromiso con sus estudios.                                        1   2   3   4   5   ? 
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Complete con la información requerida.  
 
Sexo: Masculino _________ Femenino _________ 
 
Edad: _______ 
 
Religión (opcional) 
 
Católica (o)      _____    
Evangélica(o)    _____     
Agnóstica (o)    _____ 
Ateo (a)       _____    
Otra        _____         (Especificar) _________________ 
 
 
Numero de años en este establecimiento: ____________________________________ 
 
Sector de la ciudad en donde vives __________________________________________ 
 
 
Muchas Gracias por su Cooperacion! 
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Appendix 5: Example of semi-structured interview schedule 
(headteachers) 
 
Semi-structured interview schedule for headteachers  
 (questions are only examples, since it is a semi-structure interview) 
 
1. Introduction of the researcher (information about the study and its 
aims) 
2. Introduction and background information of the participant  
3. History of the school 
 
x When was the school founded? 
x Can you tell me about the beginnings of the school? (first aims, 
number of students and teachers, funding system, etc.) 
 
4. General information about the school (school population, number of 
teachers, system of funding, etc.) 
 
x What is the total number of the students now? 
x How many classes are there in the school?  
x Around how many students are there per class? 
x What is the maximum number of students per class?  
x How many teachers are there in the school? 
x What is the system of funding now? 
 
5. Results in national examination SIMCE 
 
x How do you explain or justify the positive results in SIMCE? 
x Is the school very SIMCE oriented? 
x Does the school provide additional preparation for SIMCE? 
x Is there any system of rewards for classes and students that do well 
in SIMCE 
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6. Effective school conditions 
 
6.1 School leadership 
 
x What do you think about your kind of leadership in the school? 
x Is there participation of other members of the school (teachers, 
students, parents) in the decision making? 
 
  6.2 Vision and goals of the school 
 
x Are the school vision and goals clear for teachers, parents and 
students? 
x Do teachers, pupils and parents share the vision and goals of the 
school?  
 
6.3 School climate 
 
x How can you describe the quality of interaction you have with 
teachers, parents and pupils? 
x How can you describe the general climate of the school and the 
kind of relationships between the different members of the school?  
 
6.4 Teaching and learning 
 
x How do you evaluate the quality of teaching and learning in the 
school? 
x Are the lessons well planned and organized? 
x Do teachers use different and innovative methodological 
resources? 
x Do teachers focus on SIMCE preparation? 
x Do teachers prepare useful material for the classes? 
x Do teachers give additional help to students who are a little 
behind? 
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x Are there any support learning programmes for students who 
require additional academic support? 
x +RZLVVWXGHQWV¶ZRUNORDGLQWKLVVFKRRO" 
x ,VWKHUHDV\VWHPRIUHZDUGVIRUVWXGHQWVZKRKDYHDJRRGVFKRRO¶V
performance? 
x Are there educational projects in the school in which students have 
participation?  
 
([SHFWDWLRQVRIVWXGHQWV¶VXFFHVV 
 
x Do school members and teaching staff have many expectations 
about the results of students? 
x Do parents have expectations about the professional future of their 
children? 
 
6.6 Professional feedback 
 
x Do you give regular professional feedback to teachers? 
x Is there a system of evaluation for teachers?  
 
6.7 (YDOXDWLRQRIVWXGHQWV¶OHDUQLQJ 
 
x Is there a frequent monitoring of the evaluation criteria of student 
learning?  
 
6.8 Home-school partnership 
 
x In general, how is the relationship between parents and school 
leaders? 
x How can you characterize the relationship between parents and 
teachers? 
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6.9 School discipline 
 
x How is the school discipline? 
x Are there clear discipline rules in the school? 
x Do students receive sanctions if they misbehave? 
 
 
6.10 School curriculum and planning 
 
x Do teachers make regular lesson plans for the subjects they teach? 
x Is the planning always based on the curriculum proposed by the 
Ministry of Education? 
 
7HDFKHUV¶FRPSHWHQFH 
 
x How is the degree of specialization of teachers in the subjects they 
teach? 
x Do teachers frequently enrol in specialization and professional 
development courses?   
 
6.12 Student motivation and responsibility 
 
x How are the levels of lateness and absenteeism of students? 
x How can you describe, in general terms, the degree of motivation 
and responsibility of students in the school? 
x Do students motivate more when they are given rewards for their 
good academic performance?  
x Do the school leaders and teaching staff try to motivate students to 
do their best in SIMCE?  
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6.13 School links with community and external institutions 
 
x Does the school have any link with external institutions that 
provide some kind of support regarding educational processes?  
 
6.14 Follow up process  
 
x Does the school have a process of follow up of students?  
x What is the percentage of students who enrol in higher education 
after school? 
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$SSHQGL[Example of focus group topics checklist (parents) 
 
 
Focus Group Schedule (Parents) 
45 minutes 
The focus group will be recorded  
 
Checklist of the topics 
 
1. Introduction of the researcher (information about the study and its aims) 
2. Introduction and background information of the participants.  
3. The participants will be asked about their perceptions and opinions in 
relation with the following effective school conditions. 
 
a. School Leadership 
b. Vision and goals of the school 
c. School Climate 
d. Teaching and learning 
e. ([SHFWDWLRQVRIVWXGHQWV¶VXFFHVV 
f. (YDOXDWLRQRIVWXGHQWV¶OHDUQLQJ 
g. Home-school partnership. 
h. School discipline 
i. School curriculum and planning.  
j. 7HDFKHUV¶FRPSHWHQFH 
k. Student motivation and responsibility. 
 
         5. Additionally, the participants will be asked about: 
 
x Satisfaction with the school 
x Expectations and aspiration for their children 
x Emotional attachment with the school. 
x *HQHUDORSLQLRQDERXWWKHVFKRRO¶VVXFFHVV 
x Things that the school can improve.
  
$SSHQGL[Example of NVivo interview coding in tree nodes 
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